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Preface 


Tii stupy of the determinants of occupational choice is the out- 
growth of several years of research in occupational choice, and a still 
longer period of investigation in the economics of human resources. It 
is truly a joint effort of the four authors, in which each participated in 
every stage of the work—the planning, interviewing, analysis, and 
writing. I prepared the manuscript on the basis of detailed outlines 
which I had developed with the aid of Dr. Herma. But the entire 
draft was then carefully reviewed by the others, and the final version 
is a composite product. 

The financial resources for this investigation were provided by the 
Rockefeller Foundation and by the Columbia University Council for 
Research in the Social Sciences. 

The former chairmen of the Executive Committee of this Colum- 
bia Council, Professors F. C. Mills and Robert M. Haig, and the pres- 
ent Secretary of the Council, Professor William C. Vickrey, assisted 
in launching the project. 

Several colleagues contributed to the initial stages of the plan- 
ning, in particular, Professors Paul Lazarsfeld, Donald Super, and 
Abraham Wald. Dr. Raymond Franzen assisted us by reviewing prob- 
lems in statistical design that arose during the exploratory stage. 

In facilitating our interviewing various groups, we were aided 
significantly by the following: Dr. Ira Eisenstein of New York City; 
Dr. Max Maccoby of Mount Vernon, New York; Miss Orrielle Murphy 
and Mr. James F. Redmond of the Horace Mann-Lincoln School, New 
York City; Mr. H. Daniel Carpenter and Mr. Richard Mendes of the 
Hudson Guild Settlement House, New York City; Dean Harry J. Carman 
of Columbia College; Mr. Wesley J. Hennessy, Assistant Dean, School 
of Engineering, Columbia University; Miss Martha English, Director 
of Student Affairs, Barnard College; Mrs. Carol S. Schneider, Secre- 
tary of the Department of Physics, Columbia University; Mrs. G. D. 
Stewart, Secretary of the Graduate Department of Economics, Colum- 
bia University. 

The Appendix lists various Master’s Essays written by some of my 
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former students who explored significant aspects of the process of 
occupational choice, thereby contributing to the formulation of the 
general theory developed in this book. Specific mention should be 
made of the help derived from the work of Mr. Henry Everett. His 
Master’s Essay on “A Survey of the Literature of Occupational Choice” 
provided the basis for relating our work to the literature of the subject. 
In addition, he contributed to our study by abstracting and preparing 
the interview materials for analysis and evaluation. 

The successful outcome of this study depended upon the whole- 
hearted cooperation of the children, adolescents, and young adults 
who permitted us to interview them, though they received no direct 
recompense. We have disguised their names and other possible identi- 
fying information in presenting the case materials. 

Major General Howard McC. Snyder, M. C., U. S. Army (Ret. ) 
participated in many of the group discussions. His questions and ob- 
servations helped us to maintain a balanced perspective. 

In April, 1949, we were invited to present to the Annual Conven- 
tion of the American Orthopsychiatric Association a preliminary for- 
mulation of our research (published under the title of “The Problem 
of Occupational Choice” in the January, 1950, issue of the American 
Journal of Orthopsychiatry). In March, 1950, I had an opportunity to 
present, under the auspices of the National Vocational Guidance As- 
sociation, a later formulation to the Annual Convention of the Coun- 
cil of Guidance and Personnel Associations. 

The following persons served in a secretarial capacity during the 
various stages of the project: Sarah P. Slocum, Ada P. Secrist, Dorothy 
C. Houts, Mary A. Cossé. Jeanne Tomblen carried a large part of the 
technical responsibility connected with the final preparation of the 
manuscript. 

My wife, Ruth Szold Ginzberg, assumed the entire burden of 
editing the manuscript. As a result of her efforts, the readability of our 
work was greatly enhanced. 

Ext GINZBERG 
Columbia University 
November 1, 1950 
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Part I 
DESIGN OF THE STUDY 


Chapter 1 


THE PROBLEM OF OCCUPATIONAL CHOICE 


(IL. MODERN SOCIETY practically every individual, surely every male and 
an increasing number of females, must choose an occupation. In fact, 
most individuals confront the problem at least twice: once for them- 
selves, and again, as parents, for their children)\Some persons, such as 
teachers, psychologists and counselors, deal with the problem intermit- 
tently or constantly as an essential part of their daily work. 

There are societies in which there is no occupational choice. This is 
true of a primitive society where the division of labor is based solely 
on sex, and status in the political and religious organizations is deter- 
mined by inheritance or age. In more complex societies, a stable caste 
system provides another example. Here not only religious but social 
sanctions may compel the sons to follow in the footsteps of their fathers. 
The estate system of the Middle Ages is another example. The serfs had 
little freedom of occupational choice, but they did have some; a few 
were able to enter the Church, become soldiers, or run away to the 
towns. 

(One of the outstanding characteristics of our culture, since the be- 
ginning of modern capitalism, is the right of the individual to choose 
his work. This is in direct contrast to totalitarian societies where the 
state either tells the individual what to do or manipulates the economic 
system so that in effect he has no freedom of choice. 

Another outstanding characteristic of our society is its high degree 
of specialization. The Dictionary of Occupational Titles (27), published 
by the Federal Security Agency, lists approximately 600 major “job 
groupings” and a total of approximately 40,000 different jobs. This 
specialization is paralleled by a high degree of individual freedom of 
choice.(There are two aspects to this freedom of occupational choice. 
One relates to the individual's seeking his place among the range of op- 
portunities which confronts him. The other relates to society. Certain 
occupations and professions must be staffed in order that the health and 
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welfare of the group be safeguarded. One need only recall the continu- 
ing concern in this country during World War II about the insufficiency 
of doctors and nurses who remained in civilian posts. And if the quality 
of the service is considered, the national importance of maintaining 
adequate medical personnel becomes even clearer. : 

The basic resource of any society is the quantity and quality of the 
people who compose it. Some individuals inherit special talents and 
aptitudes and develop them through training. These talents represent 
scarce resources, and no society can be indifferent about their utiliza- 
tion. It is obviously important to an individual with a marked apti- 
tude for mathematics that he have an opportunity to develop it; it is 
also important to society that he makes use of such capacity. Because 
so few people understand the basic mathematics, physics, and engineer- 
ing on which our technological system is built, the productivity of the 
economy is far below its maximum potential. When the demand for 
skilled personnel increases suddenly, as in wartime, the shortcomings 
in prior training become manifest. The industrial war effort was seri- 
ously handicapped because of the inadequate numbers of persons who 
could work with blueprints and otherwise use the tools of simple 
mathematics, a deficiency directly related to the high school curriculum 
and the occupational choices and opportunities of adolescents during 
the 1920’s and the 1930's, 

One further point should be made. In our country the institution 
of apprenticeship is the exception; so much so that, as the present 
mobilization effort further expands, the United States will probably 
face a serious shortage in skilled workers. Our European supply of 
skilled labor was cut off by the restrictions on immigration in the early 
1920's. The depressed thirties were not conducive to the expansion 
of apprenticeship. Neither was the war economy of the 1940’s. Ap- 
prenticeship helps to illustrate the relation which must perforce exist 
between the way in which people prepare for work and the adjust- 
ment which they make to work. The period of training affords the 
individual an opportunity to develop himself through intensive applica- 
tion. He can increase his capacities and thereby improve his chances 
for realizing his goals through work. Preparation for work has a major 
influence on later adjustment to work, F, or this reason we consider 
this study of occupational choice the first step in™a comprehensive 
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analysis of the work problem, which we are pursuing under the title 
“The Conservation of Human Resources.” 

Occupational choice affects both the individual and society. In 

_ every decision many people are concerned. There is the adolescent 

trying to organize his manifold impressions about himself and the 
external environment so that he can begin to choose intelligently among 
several alternatives. There are his parents who, aware of their son’s 
problems, question whether they should interfere, and if so, in what 
manner, There are teachers who, by direction or indirection, present 
materials and make judgments about various occupations and the way 
to prepare for them. There are friends and advisors who also influence 
his decision-making. } 

Various leadership groups are also concerned. In constructing cur- 
ricula the leaders of the school system must ask themselves whether 
the subjects that are offered will materially assist the child to prepare 
for his adult role, including his role,as a worker. Government, local, 
state, and federal, must determine how much of the total taxable re- 
sources of the community to devote to the support of education in order 
to provide young people with the best training for developing their 
latent capacities. Benefactors of the arts and sciences must decide the 
extent to which their funds should be made available to aid the impe- 
cunious but promising young man. 

Individuals and groups have been concerned with these questions 
for a long time, but they have had to deal with them without a real 
understanding of how individuals do in fact choose a career. Most 
parents try both directly and indirectly to provide their children with 
a scale of values; they try to teach them about various goals in life, 
about the prestige which attaches to different occupations, and the 
importance of disciplined work. Our society for its part has appreciated 
the importance of a broad educational system to which rich and poor 
have access; and more recently it has supported a wide range of educa- 
tional opportunities to facilitate individual preparation for adult ie: 
Sponsibilities, Certainly the actions of parents and of educators in- 
fluence the way in which individuals choose their occupations. 

It must be remembered that the individual making such a choice 
is an adolescent, still developing, both intellectually and emotionally. 
Unfortunately, he inust make his decision at a time when he is ill- 
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fitted to do so. First, young people do not understand the complex 
nature of society, and, second, they are undergoing deep-seated emo- 
tional experiences which obscure their basic needs and desires. The 
stresses and strains of adolescence are many and confusing. It is a 
period that the adult likes to forget. He may in his maturity reflect 
fondly on his childhood, but seldom, if ever, on the period of his adoles- 
cence. Therefore, our study must recognize that many of the difficulties 
connected with occupational choice arise from the emotional turmoil 
which accompanies general maturation. 

Many parents have recognized this. They would like to help their _ 
son, but realize that they have little knowledge which could be of — 
use to him. They know more of the world than he does, but there is 
much of the world about which they too are ignorant. They believe 
that they know him, but they also recognize that he is changing rapidly 
in many ways. Consequently, parents and children alike have looked 
to experts for help. s 

Experts in vocational guidance have been forced to assume their 
role; they have not sought it. We have noted that the adolescent en- 
counters difficulties in attempting to make an occupational choice and 
has often been unable to find help at home. This derives in part from 
the fact that so little is known about the forces that affect the decisions 
and choices. If this basic knowledge does not exist, how is it possible 
for experts to help? But there are many sectors of life in which the 
individual and the group are forced to act in the absence of adequate 
knowledge. People do the best they can without it. Experts in voca- 
tional guidance utilize the information and knowledge at their com- 
mand. ` 

(Recognizing that an appropriate and satisfactory occupational 
choice can be made only if the individual considers his capacities, 
interests, and goals—for failure to do so is apt to lead to later frustration) 
—the vocational leaders have made use of various psychological tech- 
niques. But they know that a satisfactory choice always transcends 
the abilities and aspirations of the individual. The external environ- 
ment offers opportunities, but it also imposes limitations. One of the 
major contributions of the experts is to bring the complex reality into 
focus and to help the individual to evaluate both his opportunities 
and his limitations. ~ 
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Since there are relatively few vocational counselors in comparison 
with the very large numbers seeking their aid, a process of natural 
selection takes place. Some individuals take the initiative and seek out 
the experts; others are so patently floundering that they are recom- 
mended for guidance. Both groups are likely to receive attention and 
help. This has implications not only for those who receive the help 
but also for those who give it. It has been inevitable that experts have 
been concerned primarily with helping those most in need of help; 
their work has been primarily individual counseling. However, an indi- 
vidualized approach, although still predominant, is no longer exclusive. 
Experts in vocational guidance, particularly those whose work is cen- 
tered in the secondary and collegiate school systems, are recognizing 
their obligation to contribute to the effectiveness of the large numbers 
who are confronted with deciding upon an occupational choice. To, 
assist the many rather than the few is increasingly the trend. 

Vocational counselors are busy practitioners anxious to improve 
their counseling techniques. They are constantly on the lookout for 
helpful tools, and the research-minded among them devote what time 
they can to devising better techniques. They are not theoreticians work- 
ing on the problem of how individuals make their occupational choices, 
for, though they have no bias against theory, they have had little time 
to invest in developing one. The demands on them are so great that 
almost all of their energies are devoted to making the skills which 
they control available to ever larger numbers in the community. ` 

Just as there are good reasons to explain why vocational guidance 
counselors have failed to explore how occupational choices are made, 
so too there are good reasons why the problem has not been’ a focus 
of investigation for psychology or economics. The process of occupa- 
tional choice determination cannot be studied without recourse to 
psychological postulates that help to explain individual behavior. These 
are only now being developed. In addition, as we have noted, the 
process has roots in the interplay of the individual and reality, and 
this field is only now beginning to be included in the boundaries of 
psychological inquiry. The obverse formulation applies to economics, 
which as a discipline concentrates on a detailed analysis of reality 
forces and satisfies itself with a few simplified assumptions about indi- 
vidual behavior. The fact that the study of occupational choice is really 
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peripheral to the major concerns of psychology and economics probably 
explains why it has largely escaped the attention of social scientists 
up to this time. 

The relative neglect of the field can be further explained by the 
absence of recognized techniques for studying issues that transcend 
the boundaries of any one discipline. It is always dangerous to raise 
broad questions—and the way in which people reach decisions about 
their occupations surely is a broad question—when there are no known 
methods that point to effective answers. Since we do not possess an 
adequate theory of social behavior, the social scientist must build the 
theory as he goes along. 

Yet the challenge is great, for theory can be a potent tool in the 
more effective use of our human resources. It can help to point direc- 
tions and aid in the selection of more promising techniques. This need 
hardly be argued but it can be illustrated: Up to the end of the nine- 
teenth century the better educated and well-to-do classes in the com- 
munity had concluded on the basis of empiric evidence that they should 
avoid the use of hospitals. Without knowing the reason, they realized 
that the sick who were cared for in hospitals died at a rate very much 
higher than those who were treated at home. But with the under- 
standing of bacterial infections and the development of the principles 
of asepsis, the theory of medicine was enhanced and a new basis for 
medical practice was established. Thenceforth, particularly because of 
the simultaneous advances in surgery, it became advantageous for all 
of the seriously sick and injured to be treated in hospitals. As happened 
in medicine, improved theory should be able to contribute to improved 
practice in the field of occupational choice. 

In the absence of a theory of occupational choice an investigation 
such as this must inevitably be exploratory. As such, it could set itself 
one or another objective, since no research undertaking, exploratory 
or other, can ever be comprehensive. We have set ourselves the goal 
of developing a theory of occupational choice determination. We recog- 
nized from the outset that any theory which we would be able to 
develop might contain many imperfections. This is unfortunate but 
inevitable, since research is a continuing process in which every group 
of investigators must start where its predecessors stopped; in turn, 
each group hopes to aid its successors. 
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Because this is an exploratory study, we have deliberately kept 
to our main theme and have refrained from pursuing the variations. 
Probably no expert—economist, psychologist, psychiatrist, sociologist, 
vocational guidance counselor, educator, industrialist—will feel satisfied 
with the treatment accorded his own discipline. But we desired to make 
our findings meaningful to the largest possible number and have there- 
fore stressed those with the most general import. We hope that our 
findings, both by what they reveal and what they fail to reveal, will 
stimulate others to continue investigations into this complex but highly 
important process of how individuals decide upon occupations, a de- 
cision of great importance to themselves and to society at large. 


Chapter 2 


IN SEARCH OF AN APPROACH 


W: notep that since the field of occupational choice does not fall 
within the boundaries of any one of the social sciences, research in- 
vestigators have so far failed to concern themselves with it. It may 
be helpful to the reader if we trace the major steps that brought the 
problem and its significance to our attention. In the latter part of the 
1930’s the senior authors undertook, on an exploratory basis, several 
empirical studies in the broad field of Economics and Group Behavior, 
with the primary aim of studying the interplay between significant 
changes in the economic environment and the behavior of large groups. 
It was our hope that improved theory could contribute to public policy 
relating to the more efficient utilization of our human resources. Since 
the outstanding characteristic of the economic environment of the 1930's 
was mass unemployment, a phenomenon characteristic of both Europe 
and the United States, our initial studies were centered around the 
unemployed. The first, dealing with the coal miners of South Wales 
who had been victimized by unemployment for almost two decades, 
was called Grass on the Slag Heaps: The Story of the Welsh Miners (4). 
The second was a more elaborate investigation based on case studies 
of the unemployed in New York City in 1989 and 1940, the findings of 
which were published in The Unemployed (5). 

These investigations, and a closely allied one about The Labor 
Leader (6), sought to identify and analyze the forces that contribute 
to or detract from the efficiency with which individuals utilize theit 
own resources and with which society at large utilizes its human re- 
sources. The studies of the unemployed made us aware of the sig- 
nificance of work in human life. To quote from The Unemployed: “We 
learn from contrast. We learn from unemployment the true significance 
of work. Only when a man is thrown out of employment does he per- 
ceive how much of his life is under the dictatorship of the job.” Our 
interest in the significance of work to both the individual and society 
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precipitated our concern with the subject of occupational choice. It 
had early become clear that the phenomenon of work itself was too 
complex to be amenable to direct attack. It had to be, at least initially, 
divided into significant segments. Synthesis could come, if at all, only 
later. A study of occupational choice, of how people prepare for work, 
aside from its intrinsic importance, appeared to be a significant segment 
of any comprehensive study of work in modern society. 

How do individuals make decisions about their occupations? 
Would it be possible to formulate at least a tentative theory of occupa- 
tional choice determination? If so, the theory might prove useful in 
identifying the significant areas of waste of individual and social assets 
that now occur; and it might even suggest methods for eliminating 
or at least reducing such wastes. 

The work of earlier investigators had disclosed that a significant 
number of variables operate in the choice process, and, further, that 
important variables tend to react on each other. But no theory had 
been developed to explain the principles which govern the interaction; 
in fact there was no theory that gave a convincing description of the 
strategic variables themselves. 

Impressed by the complexity of the problem, we put our first 
efforts into small empirical studies, each aimed at appraising the sig- 
nificance of a specific variable that could be assumed to play an im- 
portant role in the choice process. Four variables were selected: The 
first was designated for convenience as the “reality factors,” those social 
and economic forces which determine the environment into which an 
individual is born, in which he grows up, and to which he must react ` 
when he starts to think about his future occupation. To what extent 
do these reality factors actually determine the choice which adoles- 
cents make and to what extent do they set the probable limits within 
which the choice will be found? Clearly, not all sons of laborers be- 
come laborers, nor all bankers’ sons, financiers; but it was also clear 
that few bankers were born into a laborer’s family and still fewer sons 
of financiers become laborers. In short, what role does the environ- 
ment play in the choice process? 

Since the children of the middle and upper income classes undergo 
a long period of schooling during which they prepare for work, the 
second variable selected for study was the influence of the educational 
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process. An ever larger number of the more desirable positions in our 
society can be filled only by those who have successfully completed 
a long period of formal training. Who has the opportunity to secure 
the training and who avails himself of it? This was a question of real 
importance in understanding the way in which the individual reaches 
a decision. 

Thirdly, it was clear that no matter how protective or frustrating 
the environmental factors might be, choices are always made by people, 
and people are always more or less under the influence of powerful 
emotional needs and desires. Hence the emotional determinants was 
the third variable to which we directed our attention. 

Although it was traditionally assumed that in our society indi- 
viduals will plan their lives so as to maximize their economic position, | 
we questioned whether large numbers might not place greater impor- 
tance on the achievement of non-economic objectives. It is known that 
some persons will forego important opportunities to make money in 
favor of pursuing another type of work or mode of life which they 
prefer. Hence the role of values in the decision-making process became 
the fourth variable selected for intensive investigation. 

A study of 1,000 men who had been discharged from the Army 
in 1941 enabled us to assess the influence of environmental factors, 
our first variable, on the occupational decision-making of a group of 
persons drawn from the lower-income group in an urban community. 
These men, by virtue of their military service, had been subjected to 
a major change in exposure and experience. The question was this: Did 
the change in environment lead to a change in a previously determined 
choice? In the fall of 1941 the Army released many thousands of en- 
listed men for one of three reasons—they were over twenty-eight years 
old; their term of enlistment was over; or they were adjudged to be 
suffering particular hardships. Service in the Army had made it possi- 
ble for many to broaden their knowledge of the range of work which 
people do and, more important, to obtain training on which they could 
capitalize upon their return to civilian life. Had these men not been 
drafted, they might never have been jolted out of their accustomed 
ways; and they certainly would have found it difficult in civilian life 
to acquire new training while earning a living. We found that as far 
as the skilled workers were concerned, “their time in the Army had 
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little influence on their occupational objective. They were willing to 
return to the jobs they held prior to induction.” In the case of semi- 
skilled workers, many were willing to return to their former trades, 
“but a sizable number were on the lookout for new openings. Their 
experience in the Army made them reluctant to return to their former 
employment.” This was even more pronounced in the case of unskilled 
workers where only a minority “were willing to return to their former 
work.” In fact, among the unskilled, only laborers came out of the 
Army with the same occupational orientation as when they went in 
(The Occupational Adjustment of 1000 Selectees; 9). 

The second investigation, which sought to assess the importance 
of the educational process on occupational choice determination, cen- 
tered on a representative group of women who were graduates of the 
classes of 1937-1940 of a large Eastern College (The Relation of Col- 
lege Education to Occupational Adjustment; 17). We selected women, 
rather than men, because we thought it desirable to assess a group who 
were subject to the fewest external pressures, either in the selection 
of a college, the pursuit of a particular course of studies, or in the 
later choice of work. In short, this was a case of maximum freedom. 

The study revealed that the college was unsuited to meet the needs 
and desires of a considerable number of the students, many of whom 
had chosen it without considering what it might contribute to the 
development of their interests, capacities, and values. A second waste 
was the failure of many students to understand the occupational im- 
plications of their choice of a major subject of study. In their later 
work only one-third was able to make constructive use of their spe- 
cialized training. The study also revealed the serious difficulties and 
attendant wastes that resulted from failure to acquaint the students 
with the realities of the economy. Most of their mothers did not work, 
and the college did little, if anything, to familiarize the girls with the 
occupational opportunities and limitations which confront women. In 
fact, even those who were concerned about their occupational future 
received little direction or guidance. Instead, they were frequently en- 
couraged to concentrate in esoteric fields such as French Literature or 
Philosophy. The college refused to provide instruction in stenography 
and typewriting. It was considered to be in bad taste to raise a question 
about the worthwhileness of a course from the standpoint of later em- 
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ployment. It has been argued that college prepares for life, not work. 
However, work is an essential part of life, even for those from upper- 
income homes. Our investigation disclosed that 80 percent of this group 
entered paid employment after graduation, and that several others were 
completing a course of professional studies aimed at a full-time career. 

In seeking to appraise the part that emotional factors play in 
occupational choice, we designed an investigation which involved the 
cooperation of ten psychoanalysts. Each cooperating analyst reviewed 
the case histories of five patients who had recently completed treatment 
and who were active members of the labor force. The analysts answered 
a long list of questions about each patient, questions that had been 
prepared in the hope of securing light about the way emotional factors 
influence the occupational choices of individuals. The psychoanalytic 
literature had reported on many individuals whose choices appeared 
to offer an outlet for deep-seated emotional problems and conflicts. 
The classic formulations included the young man who sublimated his 
sadistic urges by becoming a surgeon, and another, the son of a minis- 
ter, who expressed his unresolved hostility to his father by becoming 
a theatrical performer. We were in search of evidence of linkages be- 
tween basic emotional constellations and occupational choice, but de- 
spite the wholehearted cooperation of our collaborators, we made little 
progress, and therefore this study has not been published. 

The fourth investigation sought to identify the factors which lead 
individuals to make choices at variance with the typical pattern of 
decision-making in our society, in which the individual seeks to maxi- 
mize his economic opportunities. We studied, therefore, the develop- 
ment of individuals who were planning to enter the ministry. To our 
considerable surprise, we discovered that the significant factors in the 
occupational plans of future ministers, Protestant and Jewish, were 
not very different from those of other professional groups. From study- 
ing the background of the future minister, we found that in most in- 
stances he comes from a family in moderate economic circumstances; 
but one that is frequently sensitive to considerations of prestige. Con- 
siderable charitable funds are available to subsidize the education of 
the minister, and those who avail themselves of the opportunity fre- 
quently indicate that they want to use these educational advantages 
in order to rise in the social and economic structure. This investigation 
(not yet published) also called our attention to the “early determina- 
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tion” of the choice. Almost without exception, the future minister was 
exposed from earliest childhood to religious experiences and institu- 
tions, and these were reinforced in puberty and early adolescence. As 
a first approximation, we can say that without the opportunity to live 
in—and respond to—a strongly religious environment, at home and 
at school, few would think seriously of the ministry as a lifework. Among 
Catholics, the specifically religious values appear to be more important 
in the decision-making process than the humanist values more com- 
monly found among Protestants and Jews. And great importance must 
be ascribed to the emotional support and educational guidance that 
the young Catholic boy usually receives from a sympathetic and helpful 
priest. 

These four investigations into the roles of the reality factors, the 
educational process, the emotional determinants, and the scheme of 
values in occupational choice determination yielded interesting results, 
and we have indicated only a few of them. But they failed in their 
major objective. They did not provide the elements out of which to 
build a general theory of occupational choice. The several pieces could 
not be put into a significant pattern. On review, it seemed that any 
segmented approach, in which individual factors were studied one at 
a time, was doomed to failure. 

As a first step in searching for a more promising approach, we 
reviewed the literature. This was a less onerous undertaking than it 
might otherwise have been because the European research had already 
been made the object of systematic appraisal, and we were able to 
elicit the help of an expert in assessing the American contributions 
of the 1930's and the early 1940's. 

Paul Lazarsfeld, in his Jugend und Beruf (31), reviewed a large 
number of empirical studies undertaken by European investigators, and 
concluded that they all suffered from a major methodological error. 
In general, the investigations had posed the question of why children 
want to enter certain occupations and professions and had assumed 
that a statistical tabulation of simple responses such as “I want to do 
what my father does,” “I want to make a lot of money,” “I want to 
be famous,” would prove adequate for understanding the factors at 
work. This approach assumes that the motives which determine be- 
havior can be studied directly and that the individual is able to select, 
out of the welter of his experiences, the one or more factors that led 
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him to adopt a particular line of behavior. However, Karl Buehler’s 
theory of motivation (22) had demonstrated that the statistical analysis 
of stated reasons or motives for vocational preferences or choices would 
prove inadequate for studying the choice problem. He emphasized 
that every act or decision has a history and is always a combination 
of both internal and external factors. A mere tabulation of “reasons” 
for the choices of children therefore carries with it, rather than elimi- 
nates, the arbitrary element in the selection of motives. Children can- 
not possibly evaluate the exceedingly complex matrix of experiences 
which must have entered into their decision-making, especially since 
they are not even conscious of some of the most potent factors in their 
own background. 

Lazarsfeld suggested that instead of posing the question of “Why,” 
a more constructive and meaningful approach would be to raise the 
issue of “How.” He suggested that it might be possible to study how 
the individual came to make a series of decisions that led to a particular 
occupational choice. This implied a history of the process of choosing 
through which the individual passed. The substance of Lazarsfeld’s 
argument was that the subject called for a genetic approach, and he 
initiated several studies based on this method. The genetic approach 
was first developed as a method for studying biological maturation, 
the stages through which the child passes until he reaches his full adult 
development. The adaptation of the genetic approach to a study of 
occupational choice assumes that a careful analysis of the intellectual 
and emotional life of the child will also reveal recognizable develop- 
mental sequences, though these may not be as definite as in physical 
maturation. The use of the genetic approach entails the assumption 
that the final occupational choice can be understood only in terms of 
the stages of development through which the individual has passed. 

The American literature, particularly the investigations of the last 
decade or two, were reviewed for us by Professor Donald Super, 
Teachers College, Columbia University. Specifically, he assessed the 
psychological literature to determine the light it might throw on the 
role of parents and other key persons in the choice process; the rela- 
tion of occupational choice to personality structure; the relation of 
changes in the values and goals of individuals to their occupational 


choices. In addition, he assessed prior studies to determine whether | 
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they indicated the extent to which individuals give consideration to 
reality factors: whether they have information about actual job op- 
portunities; the extent to which they are concerned with direct work 
satisfaction, as distinct from such considerations as income and the 
opportunities for advancement. } 

Professor Super’s review disclosed that the work of prior investi- 
gators could not be integrated. Moreover, the findings were frequently 
contradictory. One study showed that boys tend to enter the occupa- 
tions of their fathers; the next indicated that this was the exception 
rather than the rule. One investigator was convinced that occupational 
choice is largely dictated by social and economic environment. Another 
stressed the emotional determinants. It was impossible to make any 
generalization about the determining factors. For the most part, prior 
investigators had studied the relation of one particular factor, such as 
family background, age, or sex. These studies were initiated in the 
hope of securing concrete results that could be tested, but this very 
interest in concreteness proved an insurmountable handicap in formulat- 
ing a general theory, because much more was excluded than included. 
The investigators were able to correlate the choices of sons with the 
occupations of fathers, but the meaning of this correlation remains 
obscure as long as other important variables influence the decision- 
making process. It had been impossible to build a. general theory of 
occupational choice out of the findings of our own empirical investiga- 
tions, and little was added through a review of the literature. 

We started with the assumption, and in this we had the support 
of most experts actively concerned with vocational counseling, that 
there is a great waste of individual and social resources in the way 
in which individuals currently reach decisions about their occupations. 
There is waste in their failure to make the most of their own capacities, 
of the educational opportunities offered, of the other resources that 
society makes available. But there seemed to be little or no prospect 
of understanding the reasons that such wastes occur, and, equally im- 
portant, the steps necessary to reduce them, until the way in which 
occupational choices are made is understood. A general theory is a 
necessity if parents, educators, counselors, therapists, are to help adoles- 
cents and young adults attain a satisfactory choice of occupation. 


Chapter 3 


CURRENT THEORIES OF OCCUPATIONAL 
CHOICE 


IL WOULD BE SLIGHTLY EXAGGERATED to state categorically that there 
are no general theories of occupational choice extant. It is possible to 
identify quite readily three generalized approaches that might be called 
theories. The first, and most generally accepted, theory of occupational 
choice holds that individuals make decisions about the future “ac- 
cidentally”; and therefore that it is not possible for them to evaluate 
the decisive factors. 

A related contention argues that valid generalizations can only 
be derived from statistical analyses of the decisions of large numbers 
of individuals. Such an approach implicitly denies that it is possible 
to assess the multitudinous factors that affect the decision-making of 
specific individuals. Statistical analysis can only contribute to an under- 
standing of broad tendencies that result from the discrete actions of 
large numbers of people. 

The “accident” theory must receive consideration. To the question, 
“How did you happen to become a bookkeeper (or a lawyer)?” many 
respond, “It was an accident.” The frequency of such a reply is sig- 
nificant, and it becomes more significant since it is proffered by indi- 
viduals in many different sectors of the economy working at various 
levels of skill and recompense. Presidents of large corporations, mem- 
bers of their engineering staffs, salesmen, stock clerks, and truck drivers 
frequently respond to this question in terms which, either explicitly 
or implicitly, state that their occupational choice was an accident. 

The accident theory is further supported by the biographical data 
of a number of well-known people. David Ricardo tells us that he first 
seriously became interested in economics by stumbling on a copy of 
Adam Smith’s Wealth of Nations while vacationing at the English sea- 
side. He was then a man in his late twenties, but apparently he had 
had no prior knowledge of Smith or his work. Whistler relates that 
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had he not failed an examination he would have lived out his life as 
an officer in the Regular Army; his military career came to an end 
when he failed the science examination at West Point. The famous 
anthropologist Malinowski ascribes the shift in his career from chemistry 
to anthropology first to the accident of falling ill with tuberculosis and 
second to the accident of having secured a copy of Frazer’s Golden 
Bough during his convalescence. A recent profile of a famous violinist 
in a contemporary journal tells this story: He was an unruly youngster, 
and his mother found him difficult to manage. She asked her neighbor 
for advice and was told to try a remedy that the neighbor had used 
with success: “Get a violin and keep him busy practicing.” 

Surely there is a substantial element of chance in each of these 
examples, but they do not prove the “accident” theory. All of these 
examples refer to individuals of outstanding accomplishment, whose 
superior intelligence or talent is proof in itself that chance alone could 
never explain their choice of a career. And there are additional counter- 
indications to the accident theory: Thousands of persons had read 
Smith’s Wealth of Nations, but Ricardo was sufficiently stimulated by 
it to dedicate his major energies to the development of economic theory. 
Many failed their West Point examinations, but of this group only 
Whistler became a painter of note, Tuberculosis is a disease which 
afflicts large numbers of young adults, and it is probable that a con- 
siderable number of them have had occasion to read Frazer’s Golden 
Bough; but it was Malinowski who was so stimulated by what he 
read that he left the occupation for which he had been trained and 
in which he had been working to take up the study of anthropology 
as a life career. In every generation there are tens of thousands of 
young boys who receive instruction in the violin, but only a very few 
become virtuosos. 

In explaining their occupational choices as “accidents,” most peo- 
ple seem to mean that they were affected by something beyond their 
control—an unplanned exposure to a powerful stimulus. But the point 
which this theory overlooks is that in the life of every individual there 
are countless such occurrences, only a few of which so stimulate the 
individual that he responds in a manner which has important conse- 
quences. The other exposures pass unnoticed and never emerge from 
the background of events in the individual's life. 
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A distinction must be made between the accidental occurrence 
which provides a new experience and stimulus and the result which 
follows. For one Ricardo, Whistler, and Malinowski, hundreds or thou- 
sands were similarly exposed. For the exposure to be effective, the 
individual must react to it actively. He must do something about the 
opportunities which come his way. And more than that, he must possess 
the potential in talent, knowledge, or leadership which will give mean- 
ing to his effort. But if he fails to respond, the result is much the same 
as if he had never been exposed at all. 

Two recent developments in the American scene which affected 
large numbers of persons can further contribute to an understanding 
of chance in occupational choice. There are today thousands of officers 
in the Armed Forces who had never thought seriously of a military 
career; it was only after having been exposed to military life during 
World War II that they first entertained such a prospect. However, 
although large numbers did remain in the Armed Services, they repre- 
sent only a small percentage of the total number of men who served. 

The educational benefits made available by Congress to veterans 
of World War II introduced a new major factor in the occupational 
planning of this very large group. Many who had originally made 
their plans in recognition of the high costs of securing higher education 
or specialized training suddenly found that the Federal Government 
would pay the tuition and provide an allowance for living expenses 
during their further education, Although millions availed themselves 
of these new and liberal opportunities, it is worth noting that others 
did not respond. 

The accident theory is right to the extent that it stresses the im- 
portance of external factors in the choice process; but it is wrong in 
that it is oversimplified. In all his actions the individual must take 
account of external factors, but the way in which he does so depends 
on how he perceives and reacts to them. The accident theory can be 
summarized by stating that it relies uncritically on external factors of 
exposure and chance circumstance and ignores a e range of indi- 
vidual options. It is a special case of the naive L theory” of 
history which holds that there is no way to account for historical events 
in causal terms. Actually the error lies in the historian’s inability to 
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relate the observable events or processes so that they become meaning- 
fully related. 

A comprehensive theory of occupational choice would have to 
provide for an analysis of the internal elements which so largely con- 
dition the responses of the individual to external forces. In fact, it was 
the stress on the internal factors, the emotional forces, that gave rise 
to the second general theory. : 

It has been contended, especially by the psychoanalysts, that oc- 
cupational choice can be understood only through a theory that explains 
the individual's behavior primarily in terms of unconscious forces, The 
following examples illustrate this approach. Ernest Jones (80), the 
British psychoanalyst, reports the case of the patient who as a child 
had “shown an unusually strong interest in the act of micturition, in 
the guidance of the flow, in the force of it, and so on. When a little 
older, he was passionately fond of playing with streams and puddles. 
He is now a well-known engineer and has constructed a number of 
canals and bridges.” Gregory Zilboorg (88) tells of one of his patients 
whose father devoted a great deal of time, thought, and conversation 
to regulating and checking upon his children’s bowel movements; the 
patient became “a successful businessman dealing in bathroom and 
toilet fixtures.” These examples from the psychoanalytic literature could 
be multiplied many times. One of the most common examples is the 
boy who manifested powerful sadistic urges and later selected surgery 
for a career. 

We have no reason to assume an error in the statement that the 
occupation selected by a specific individual whose motivations have 
been carefully studied is determined by a powerful impulse. But one 
particular case or several particular cases do not substantiate an “im- 
pulse” theory of occupational choice. Choices other than surgery are 
made by persons with a strong sadistic impulse. Even if this category 
of occupations were broadened to include butchers, prison wardens, 
dentists, and others, it would still be too narrow to include all those 
permitting expression of so pervasive an impulse. 

The problem becomes more complex when consideration is given to 
the fact that not only can an individual find expression for a particular 
impulse in a large number of different occupations, but there are strik- 
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ing differences in the emotional make-up of members of the same oc- 
cupation. A teacher, doctor, employer, foreman, policeman, trade union 
official, or manufacturer of baby carriages may find opportunity for the 
discharge of aggressive or even sadistic impulses. It is also true that 
many people in these same occupations do not have pronounced sadistic 
trends. Thus, although a direct and unique correlation between a basic 
impulse and occupation may be established in individual cases, this 
connection cannot be made the basis of a general theory. Occupational 
choice involves moge than basic impulses. This has been recognized, 
moreover, even by proponents of the impulse theory. Ernest Jones, 
whom we have quoted above, points out that “a child, for instance, who 
has conquered a sadistic love of cruelty may, when he grows up, be a 
successful butcher or a distinguished surgeon according to his capaci- 
ties and opportunities.” The last phrase is crucial: Jones recognizes that 
occupational choices are determined by factors other than impulses, 
two of which he mentions—capacities and opportunities, 

Further insight into the “accident” and “impulse” theories may be 
gained by examining the parallels and differences between the choice 
of a mate and the choice of a job. Falling in love at first sight might ap- 
pear, to many observers and perhaps particularly to the principals, 
to be accidental, yet the forces at work run deep. There are some 
periods in a person’s life during which he is more likely to fall in 
love; he selects his partner for qualities which are important to him and 
which are frequently hidden from an outside observer (witness the 
frequent phrase, “I do not know what he sees in her”); moreover, he 
decides to marry only one woman, not any woman who attracts him. 
The factors which lie back of the timing, the personal attraction, the 
decision to marry, must be significant and can hardly be grouped under 
such general headings as “accident” or “impulse.” 

The choice of a mate has this in common with the choice of a job: 
both decisions are of major importance to the future happiness of the 
individual; both call for a major investment of time, effort, and emo- 
tion; both involve many facets of the personality. But there are differ- 
ences. Choosing an occupation involves not one decision, but a large 
number of decisions over a considerable period of time. The earlier 
decisions are made in anticipation of a final seléction in which the 
individual must take account of his own subjective reactions as well as 
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the objective conditions in his environment. In choosing a mate, there 
is a long history, too, although more of exploration than of decision- 
making; the choice is usually precipitated in a much shorter period of 
time and is generally dominated to a greater degree by impulses and 
desires. 

The “accident” and the “impulse” theories each tend to overstress 
a single factor or set of factors: the former, the external factors; the 
latter, the internal factors. They have, however, one important point 
in common. In both theories the individual is assumed to be largely 
passive with respect to the choice process. Both hold that he cannot do 
anything about the situation; one contends that he makes a choice be- 
cause he must respond to the overwhelming impact of a stimulus or of 
a reality situation; the other, that he is propelled by the strength of his 
basic impulses. 

There is a third approach to the study of occupational choice, which 
can be more correctly designated as a group of implicit theories than 
as a single explicit one. The vocational guidance counselor makes use 
of theory, in the generic sense of the term, in his daily work of aiding 
individuals to make an occupational choice. The counselors have not 
developed a specific and explicit theory of their own, but they borrow 
from the available body of theory, primarily from the fields of the psy- 
chology of individual differences and the psychology of personality. 

Early in the development of the vocational guidance movement, 
counselors made use of psychological testing procedures in order to 
assist people to discover the relative strengths and weaknesses of their 
capacities so that they would have a firmer basis on which to make an 
occupational choice. These counselors had little reason to be interested 
in the challenging question of why individuals would need such test- 
ing, of why an adolescent of sixteen or eighteen does not know whether 
he can work best with figures, words, or mechanical devices. 

It was not long before the counselors became dissatisfied with an 
exclusive reliance on aptitude tests and sought to broaden the theoretical 
bases of their work, Once again they fumed to the psychologists, this 
time to the group that had studied the relation of interests to occupa- 
tional choice. These investigators had evolved detailed inventories of 
the likes and dislikes (which they equated with interests) of successful 
people in different occupations; they then sought to match the pref- 


24 CURRENT THEORIES OF OCCUPATIONAL CHOICE 


erences of individuals still undecided about their occupations with 
these inventories on the theory that correspondence in interest pat- 
terns was a safe guide to making an occupational choice. Once again, 
the challenging question of why adolescents and young adults remain 
uncertain about their interests was not considered. 

In addition to placing reliance upon these psychological tests of 
aptitudes and interests, the vocational guidance counselors have always 
considered the reality factors in the environment of the individual. 
The socio-economic position of the family, the economic pattern of 
the region, the conditions prevailing in the labor market are always 
taken into account by the competent counselor in advising young 
people. 

The role of values in occupational choice has been less generally 
recognized by the counseling group, largely because they were unable 
to draw on a theory that explained the role which values play in the 
general maturation of the individual. Spranger (85), the German psy- 
chologist, made an initial effort in this field. It was his contention that 
all individuals could be divided into six categories, according to the 
central value which appeared to govern their lives. He set up categories 
such as the “economic person,” the “esthetic person,” and the “theo- 
retic person.” He attempted to distinguish the driving force in different 
individuals. The economic person, according to Spranger, was primarily 
concerned with increasing his income and wealth—other values were 
of little or no importance to him; and similarly with the other types: 
Vernon and Allport (37) undertook to study the values of individuals 
in different occupations, not from the viewpoint of assessing the role 
of values in occupational choice, but to test the validity of Spranger’s 
approach, 

More recently, counselors have been concerned with assisting indi- 
viduals, primarily adolescents, to meet any one of the major problems 
they are likely to confront. Problems connected with the choice of 
an occupation are considered only a special aspect of the broader field 
of guidance. In this type of work the counselor must rely on approaches 
which help him to gain insight into the “total personality” of the adoles- 
cent. Among the approaches most helpful to him are various theories 
of dynamic psychology. He is actually engaging in some kind of therapy» 
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for most of his clients are suffering from one or another type of dis- 
turbance. 

It is perhaps inevitable, especially at present, for the boundaries 
between vocational and general guidance, as well as between general 
guidance and psychotherapy, to be uncertain and fluid. We may be 
able to contribute to a clarification of the proper boundaries of these 
closely related disciplines by analyzing more sharply, at a later point, 
the differences between well-adjusted people who encounter difficulties 
in deciding on their occupational choice and those who bring deep- 
seated emotional disturbances to this—as to all other problems with 
which they must deal. The former have need of vocational guidance; 
the latter require psychotherapy. This cursory review of the work of 
vocational guidance does not purport to do more than indicate that 
counselors make extensive use of psychological, economic, and occa- 
sionally even psychiatric theory, but largely on a pragmatic basis. That 
is, they borrow one procedure here, another there, and the synthesis 
of theory, to the extent that it exists at all, remains implicit. Despite 
the frequently broad use which it makes of various theories, the counsel- 
ing group is not functioning on the basis of a coherent theory of oc- 
cupational choice. 

It is our major objective to develop a theory so comprehensive 
as to permit the identification and analysis of the major factors in the 
vocational decision-making of the individual. Our concern with es- 
tablishing a broad framework grows out of the conviction that the 
process can be delineated only as a result of understanding how internal 
and external factors act and react on each other. Obviously it would 
be impossible to trace all of the steps in a process that stretches over 
many years. Many of these steps are obscure, particularly to the indi- 
vidual who is making the choice. But we believe that a meaningful 
approach must concentrate on the decisions which the individual makes 
with respect to his ultimate work during successive periods of his 
maturation. These decisions hold the key to an understanding of the 
process. 


Chapter 4 


FRAMEWORK OF A DEVELOPMENTAL 
THEORY 


I. THE ACCIDENT THEORY of occupational choice were valid, it would 
be impossible to study how individuals select their careers. The only 
reliable investigations would be those based on a statistical analysis 
of the correlation between significant social and economic changes and 
the resultant occupational patterns. It would thereby be possible to 
trace the impact of broad changes in the economy on the choices of 
successive generations of workers, For instance, the intensification of 
industrialization and the concomitant mechanization of agriculture 
during the past decades are reflected in the relative shrinkage of the 
labor force in manufacturing and mining, and the increase in the service 
industries, such as transportation, the distribution of goods, and per- 
sonal services. 

We have noted that within the last few years two major environ- 
mental changes exercised an important influence on the occupational 
distribution of the population, The exposure of many millions of young 
men to military service and the post-war expansion of the Armed Forces 
have resulted in a marked increase in the numbers following a military 
career. And the liberal allowances for further education made available 
to veterans have led many to Teappraise their occupational objectives 
and to change them. The full impact of these environmental changes 
will be reflected in the occupational pattern of the next decade. 


These examples, which could be multiplied, indicate that while 
a statistical approach to the study of occupational decision-makin may 
be important, it would illuminate o 


It can contribute little, if anything, to an explanation of how a particular 
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analysis provides no basis for helping those who have not reached a 
satisfactory choice. 

The advocates of the impulse theory, on the other hand, contend 
that there is little point in studying the problem with conventional 
research techniques, particularly through reliance on interviews, since 
the individual who is making the choice is not conscious of what is 
determining his behavior. They base this conclusion on their general 
theory of behavior—that the major determinants are unconscious and 
therefore unknown to the individual and, equally important, actually 
outside of his control. 

However, although unconscious factors play a role in the behavior 
of every individual, many forces are in his realm of consciousness and 
are therefore known to him and subject to his control. One of the 
interesting findings that emerged from our interviews was that much 
of the material significant in decision-making was never before brought 
to the surface and discussed. However, it was readily available to the 
individual and a few general questions brought it into consciousness, 
Repeatedly, the persons we interviewed stated that they were amazed 
at how much they remembered about their occupational choice, espe- 
cially since up to the time of the interview they had never had an 
Opportunity to discuss the problem in a coherent manner. A first step 
in rational action is for the individual to outline his problem. A second 
step is to select the appropriate techniques to resolve it. The state- 
ments he makes concerning his problem cannot be dismissed as mere 
rationalizations unless one were to deny the existence of rational thought 
and action. 

In view of the limitations of both the accident and the impulse 
theories of occupational choice, we set out to construct a more com- 
prehensive and valid theory. Our basic assumption was that an indi- 
vidual never reaches the ultimate decision at a single moment in time, 
but through a series of decisions over a period of many years; the 
cumulative impact is the determining factor. It is important to note 
why this is so: the actions following a considerable number of de- 
cisions are made at great cost and are more or less irrevocable, and this 
indicates their importance for the’ future. A young adult goes to col- 
lege only once; if he decides to major in engineering, it means that 
except in rare circumstances he cannot become a lawyer or a doctor. 
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After he has devoted four or more years to specializing in one subject 
it is expensive in terms of both dollars and emotions to turn his back 
on his prior decision and enter a new field. 

The importance of viewing the choice of an occupation as a chain 
of decisions can be illustrated by considering the predicament of a 
man from another planet suddenly confronted with making an 0c- 
cupational choice on this earth. He would have no basis for a rational 
selection because he would not have the essential knowledge: he 
would be unable to judge what he would like or dislike about the dif- 
ferent types of work available to people here; he would have no 
knowledge of the rewards or hazards of different types of work. A 
knowledge of one’s own strengths and weaknesses, and of one’s likes 
and dislikes, and a knowledge of the conditions and rewards which 
attach to various types of work is an outgrowth of living and learning. 
Hence only those who have been exposed to this world—and who 
have had an opportunity to live in it and to learn about it—can acquire 
the information requisite for making a rational choice of occupation. 

The relevance of this example becomes clearer if we consider the 
difficulties actually encountered by. those whose living and learning 
opportunities have been interfered with or who have to make adjust- 
ments to a new environment for which their prior training and experi- 
ence offer little guidance. Immigrants are frequently hesitant and con- 
fused about the problem of work, especially if they come to an economy 
substantially new to them. Much the same confusion is felt by patients 
who have been hospitalized for long periods of time, as those suffer- 
ing from tuberculosis. As a matter of fact, this same bewilderment 
existed for many veterans when they were first demobilized, although 
so many were affected that it appeared as if the difficulty arose from 
the readjustment of the economy from war to peace. As part of our 
larger investigation of “The Conservation of Human Resources,” We 
undertook a preliminary study of the readjustment of one group ° 
veterans—An Investigation of the Determinants of Occupational Choice 
among Veterans Aided by the G.I. Bill of Rights (15). The common 
factor in all the cases studied was the individual’s difficulty in ap- 
praising himself or the alternatives in his environment; yet only on the 
basis of such appraisals could he make a satisfactory decision. 

Convinced that the problem of occupational choice could be under- 
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stood only as a developmental process in which past behavior exercises 
the major influence upon present and future decisions, we constructed 
a framework to facilitate the recognition and evaluation of the sig- 
nificant factors that determine the actions of the individual while he 
is deciding about his occupational choice. Although a child of six or 
ten will readily answer the question of what he wants to be when 
he grows up, obviously he cannot make a firm and definite decision 
at this age. Lazarsfeld’s study of the Viennese working classes indicated 
that the thirteen-year-olds who were within six months or a year of 
entering the labor market had at best a very limited understanding 
of their options. They had little knowledge or understanding even of 
those vocations with which they came into direct contact: street-car 
conductor, butcher, carriage driver, baker, shoemaker. Lazarsfeld 
found that these youngsters approached the question by singling out 
one of the complex factors involved. They were unable to cope with 
more than one, or at the most two, important variables. They did not 
yet possess the degree of intellectual and emotional maturity necessary 
to deal with a multiplicity of factors. 

_The key to a study of occupational choice appears to lie inan 
appraisal of the way in which the individual, as he matures, reaches 
‘decisions with respect to his eventual occupation. This means that 
‘the analysis must follow the way in which he becomes increasingly 
aware of what he likes and what he dislikes; of what he does well and 
what he does poorly; the values which are meaningful to him and con- 
siderations which are unimportant. 

As the individual matures, he becomes aware not only of the 
forcès within himself, but also of the external environment; as he 
changes, he develops new ways of looking at and appraising those 
aspects which have a direct bearing on him. Moreover, as he becomes 
aware of his environment, he begins to exercise increasing control over 
it. Certainly, his occupational choice is inflenced both by the standards 
of his community and by the impulses deep within himself. Our ap- 
proach proceeds on the assumption that it is desirable, at least initially, 
to concentrate on how he reacts to these forces which he seeks to 
manipulate for the purpose of reaching the most desirable dein) 

In developing our framework we were particularly concerned’ to 
devise a method that would take account of the multiple factors, both 
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subjective and objective, involved in the occupational decision-making 
of individuals. We have called attention to the limitations of prior 
investigations of narrow focus as, for instance, studies of the influence 
of the fathers’ occupations on the occupational decision-making of their 
sons, or the influence of interest patterns on occupational choices. Be- 
cause we found it impossible to analyze the process when only two 
factors were selected, we took particular care to develop a framework 
broad enough to encompass all the forces at work, other than those 
deep in the unconscious. There is perhaps no better way of emphasizing 
the multiplicity of factors that are likely to be operative than to present 
a complete interview of a college freshman, aged 19, who, it should 
be noted, was somewhat more mature than his classmates. The inter- 
viewer's questions are in parentheses. 


INTERVIEW OF ROBERT 
(Why Columbia?) 


I don’t live too far away—Scarsdale—had contacts with Columbia; 
my father went here, and I realized what a fine school it was. It was always 
my ambition and desire to go. My father is in the Alumni Association—be- 
longs to Columbia Club in New York. Quite a few friends are Columbia grads 
and I never considered going any place else. No, I didn’t apply to another 
school. Sent a preliminary application to two others but didn’t follow uP 
after I found out I was accepted at Columbia. Lafayette, and I’ve forgotten 
the other school. Had a teacher in high school that went here—history teacher 
—that’s my field of major interest. He thought Columbia was the finest poss! 
ble school along those lines—it was the place to really come and learn about 
the subject. He spoke in glowing terms about it. I always admired his way 
of teaching and Td like to learn a little of what he knows. g 

In my last year in high school I started doing something about getting ™ 
I was a little anxious—was led to believe it was impossible to get in any place- 
They were all overemphasized reports. I indicated that I was possibly pre 
law but revised that opinion after consideration and realized that I might 45 
well make my major work along lines of major interest and not something 
Tm not even interested in. It’s a correlation between burning desires an 
ambitions and how to make a living. Like to get into political science—V°'Y 
interested in it. I looked through a catalogue and did some wishful thinking #? 
comparison to courses I’m taking now. That was in the faculty of politica 
science—history, sociology, anthropology, psychology. I want a complete 
background—the beginning of a broad vista—not sure where it’s going t° 
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lead me. History and government is my major. It’s a firmly considered opinion 
now. Thought of it since I've been here. 

Gave up law because I was never overly interested in it. Several of my 
friends just can’t wait to get in. It's a long three years and I can’t see going 
into it unless I can be like that. Selected it in the first place because my 
father is a lawyer and I worked in a law office several summers. My father 
didn’t say he wanted me to be a lawyer but he would be pleased if I were 
and would go into his firm but I have discarded that idea. 

Tve been interested in history as far back as I can remember; back to my 
grammar school days. Did quite a bit of reading but never as much as I would 
like to, I do well in the social sciences—far better than in the natural sciences. 
Realized that in my early high school years. After graduation Pd like to take 
some graduate work and after that I don’t know. Possibly teaching or going 
into the government in some way. Not quite defined in my mind. I have a 
friend graduating in June, a history and government major, and he is taking 
a job in Washington in administrative planning in foreign relations. That’s 
just an example. But I don’t really know enough about it. 

I'm led on by things I’m adapted for and interested in and have a talent 
for. After I have a lot more experience with courses, I will probably know 
better. Going to discuss Monday my proposed program with my adviser— 
government and history courses—after a semester of that I will be a little surer 
of where I’m going and maybe I might not be until I'm almost getting out but 
I can adapt the training to something specific after. Pretty certain I'm going 
to graduate school. 

My parents say that if I am sure, it’s all right with them. Haven't talked 
it over extensively. They are pleased enough. 

Mother doesn’t do anything. Have a younger sister. Father likes his work 
very much. It’s not something he puts on and puts off, He lives it when he’s 
working, when he’s home. He’s content. It’s work and a hobby both. Law 
and he have become one and I can’t see that happening to me. That’s one of 
the things I can’t see happening to myself in law, but I can in history and 
government because it’s always been that way for a fairly good number of 
years, It always remained a major interest. 


(What do you want to get out of work?) 


Satisfaction. Personal satisfacton. Not great financial return. Satisfac- 
tion that I am accomplishing something, doing a job. Feeling that I am cre- 
ating something after there’s been enough menial work put in. Creativity 
might mean that I had improved something or completely revised some 
theories, or put something into practice or got out something and made it 
more workable. That’s the crying need today. Making certain ideas more prac- 
ticable in government. Maybe I can do that after training and experience. 

I get fun out of working only in some things. It’s a distinct chore to do 
something I don’t like, like German, geology, humanities. Get nothing out of 
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it. It’s the unfavorable conditions of the humanities course. The rush is fan- 
tastic. I'm licked before I start. If I didn’t have things that I was really in- 
terested in waiting for me, Td have no fun. Instead I’m reading humanities. 
I get fun out of Contemporary Civilization Course but lack of time causes me 
to read about two thirds of the assignments. But I do definitely enjoy the 
assignments and classes because I have a dynamic and wonderful instructor— 
Professor H. It’s a wonderful thing to sit and listen to him when he gets going. 

The time I spend studying varies from nothing to all. Typical week: 
about three hours every night and maybe one hour in the afternoon. Maybe 
that’s a little overgenerous. Spend hours in discussions, important and unim- 
portant, with my friends and in the last month or so have been spending 
some time with a girl friend whom I met down here living on campus. Go out 
usually once on week ends. If my work is up I go out the entire week end and 
am only in my room to change my clothes. Other times I work far into the 
night. If it’s a choice between going out and studying, it depends on the cir- 
cumstances. If it’s something important, I go. Studying is waiting somewhere 
in the indefinite future, I expect to carry out my occupational choice without 
difficulty because when I do get into it, I have nothing that will be distracting. 
Everything will be of great interest and there won't be any blocks before I 
start. I hate that. In any procrastination a large part of it is subconscious. A 
hating to get started. That will be eliminated, 


(What would make you change your occupation choice?) 


A change of heart would be the main thing. If I found that I really wasn’t 
as crazy about these things or as apt or that I couldn’t get anywhere with these 
studies. A change of heart would be the most important thing. Don’t think 
anything else could, 

(Marriage?) 


__ I think that the work is more important and we both realize that—the 
girl is interested in the same things that I am interested in. She goes to Bar- 
nard and majors in history and government herself. We have a great com- 
mon ground. She would realize that the lifetime thing is more important. I 


don’t think that after waiting two years, we would be unable to wait more. 
We would have conditioned ourselves. 


(Work you'd never do?) 


Engineering, medicine, anything mathematical, and I would never be a 
professional soldier or bus driver or bartender. It’s a strange array. Profes- 
sional soldiering is such a limited life and boils down to nothingness. They are 
getting no place. They never arrive anywhere particularly in their life, Almost 
all of them that I have known are bound up in small and petty things and 
never see over protocol. Seemed like a very pointless existence. Of course, I 
hear that the Army is changing all that and becoming the “men of the future” 
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but I don’t know. Bartending just popped into my head as a joke. It might be 
a bit more attractive than other things, in fact, I might very well like to be 
a bartender—talk to all kinds of people. 

(Your idea of success?) 

That I was happy in my work. That I had made advancement in the 
effectiveness of my work. Made some concrete advancement in my position. 
Received promotion. Wouldn’t get somewhere and stay that way all my life. 
Money—just enough. I’m not out for money. I'd never be interested in a lot 
of money. Just enough to live comfortably. 

Wouldn’t go back to live in Scarsdale. Too many empty people in that 
town just stuck on their means. Probably live in a city—New York, Detroit, 
Washington. 

Starting out I'd be satisfied with a fairly small income and if it gradually 
expanded to small home, be able to own a car, able to take a three-week or 
month vacation in the summer, send my children to school, have a few 
dollars for entertainment, I’d consider having enough. 

For a long time I had no set occupational choice. This is the first time in 


my life that I have said with any degree of emphasis what I want to do. 
, I wanted to be a Packard motor-car salesman 


e street owned a yellow one that was very nice. 
If I were a salesman, maybe it would mean I would have Packards. When I 
was 10-11, I wanted to live in Maine and do something up there in a hotel 
Liked the peaceful life and the country. 
thought I would like to get into the 
swirl and tumult of politics but that would be going against 
realized. I'd hate to have to stoop down and throw 
a lot of mud. I never realized I wanted to make history my work but it was 
always a real interest and goes back to the fourth grade. The very successful 
teaching of a very charming woman who is still a very good friend of mine 
helped me. When I was taking ancient history about three years ago it 
crystallized. During my high school years I talked to this teacher, Mr. M., 
about it. 

Actually I havert decided until the past two weeks. I’m thinking of 
teaching. Can’t say that I may teach—just don’t know. When I get on fur- 
ther I'll have to see what kinds of grades I get. You have to be Phi Beta Kappa 
or near it to get a responsible position in college teaching. If I find I satisfy 
myself by not getting all A’s I will discard teaching in college. High school 
teaching isn’t broad enough. You teach the same thing over and over to 
group after group of kids. I suppose that proves I haven't a real interest in 
teaching, Yd like college teaching. It’s hard to put myself in all these places. 
Can't put my ideas across yet. I'd be completely unnerved by forty eager 
and wolfish guys ready to tear me down. (Remarked that he feels conscious of 


slang because he’s speaking for the record.) 


believe in as principles, I 
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Don’t know about the conditions of work really so I hesitate to define my 
bent. I need the information and I'll ask people, certain professors who under- 
stand the situation here. 

I've earned money in the summer working as a law clerk. Went to law 
courts, etc. The early part of law is very uncreative and much like drudgery, 
running around delivering briefs and serving summonses and looking up 
material in law books. Unless you’re wrapped up in it, it’s not very interesting. 
After you're successful, like trying a case or writing a brief, it’s very interest- 
ing. It's taking a background and working all those things into a weapon 
for proving something or other. Some lawyers never try cases. My father is a 
trial lawyer and his partner is not. Even with’ my father, it’s not a major part 
of his work; maybe one third of his time is spent trying cases or in courtrooms. 

Two weeks ago I wouldn’t have had this so crystallized. For one thing 
I have been undergoing a lot of emotional strain since February 1. I have 
been in a perpetual state of disruption. Every man has a fair amount of prob- 
lems and I was very tired from the term just ending, and for one thing I be- 
came involved amorously, and—well—I know it’s trite—but it “affects me as 
no one else has been affected.” It’s a great flood tide of emotions and it stirred 
everything up. Everything was moving and I suddenly felt that everything 
was well defined. Spent several weeks of torment, couldn’t sleep, couldn’t eat. 
Was stimulated from all sides. The people you live with here are wonderful, 
unusual people. It all came to fruition at once with the emotional side of it too, 
and I realized that it was what I was down here for. That interests everyone’s 
mind when they look into the place. Finally, I realized there’s one type of thing 
I am attracted to and capable of being successful in and want to be a part of. 
Of necessity, finally, I had the strength to realize what I want and what I can 
have. I think I'll be happy. It was there in the background but from February 
1 until now I have thought about it. I am, firstly, unofficially engaged and, 
secondly, I know what I am going to concentrate on here. A lot of things are 


more ordered in my mind than I have expressed. The component parts have 
always been there. 


A relatively few questions were needed to stimulate Robert to 
tell his story and to bring a great wealth of materials to the surface, 
not only about his present approach to his occupational choice, but 
about his past behavior and the possibility of changes in the future. 

The questions were aimed to elicit information about each of the 
major areas of experience that were likely to have had a significant 
influence on occupational choice. Before we started to interview, we 
developed a category scheme to facilitate the analysis of the materials in 
terms of “the self,” “reality,” and “key persons.” 

NX Under “the self” we were concerned with materials which dealt 


| 


a 


a 
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first with the question of capacities. When does an individual first take 
cognizance of his strengths and weaknesses and to what extent does 
he make a choice on the basis of his capacities? Does he ever give up 
a tentative choice because he recognizes that he does not possess the 
required capacity? 

Next was the problem of interests. To what extent does the indi- 
vidual predicate his choice on a strong interest? Have his interests 
changed in the past and does he contemplate that they might change 
again in the future? Is there a connection between his interests and 
his capacities? 

Thirdly, we were interested in goals and values, particularly those 
which are closely related to work and the rewards from work. Does 
the individual hope to make a lot of money? Is he concerned with 
finding a job which will enable him to use his capacities and interests 
and thereby yield him a heightened degree of work satisfaction? Is 
he insistent on following a particular path in life—such as farming— 
and is he willing to make the necessary adjustments to achieve his 
goal? 

Finally, under this category we were concerned with the “time 
perspective” of the individual. At what point in the choice process 
does he become aware of such considerations as the length of the 
training process, the possibility that he will marry in the early twenties, 
the probability that his interests may still change? Thus, under the 
major category of “the self,” we organized materials relating to capaci- 
ties, interests, values and goals, and time pyspeas, 

The next major category was “reality.” Under this heading we 
included first the influence of the family as a social and economic unit. 
Is the young person determined to earn as much money as his father? 
To what extent does he take it for granted that the family will cover 
all of his educational expenditures? Does he feel any special need to 
plan his life so as to discharge an important familial responsibility, 
such as, for instance, to aid his younger brothers and sisters to go to 
college? Education is an important reality consideration. To what ex- 
tent does the individual relate his plans of a career to the choice of 
a college and, more particularly, to the choice of a major subject in 
college? Does he take account of specific educational hurdles, such as 
the difficulty of gaining admission to medical school? Perhaps most 
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important of the reality considerations is an evaluation of the worka- 
day world. What does a boy really know about the economy, the range 
of desirable jobs, and the advantages and disadvantages of each? 
Clearly, he could not proceed very far in planning realistically about’ 
his choice without reference to these factors. Although work is usually 
the central activity of adulthood, it can be greatly influenced by the 
type of “life plan” evolved. Among the important reality factors sub- 
sumed under the term “life plan” is the desire of the individual to 
marry early or late and to have a large or small family. These, then, 
were the principal subcategories under “reality’—family, education, 
world of work, and life plan. i 

The third major category was “key persons.” There was clear indica- 
tion in our preliminary interviews that almost every individual is in- 
fluenced in resolving various aspects of his choice by the help which 
he seeks from key persons or the pressures which key persons exert 
on him. Parents are frequently found to play a strategic part in the 
choice process. At other times it is a relative, teacher, or friend, 


This category scheme served as a structure for the analysis of each 
one of our cases. It might be helpful to indicate its use by evaluating 
our interview with Robert. With reference to his capacities Robert 


commented that he “does well” in the social sciences, that he feels he 


has a talent for these subjects; however, he is not sure that he could 
obtain a responsible college teaching job which he believes requires 
grades of a “Phi Beta Kappa level.” He points out that he is a little 
at a loss to convey his ideas. Of one thing he is sure, however, and 
that is that he wants to work only in a field in which he has the capacity 
to do well. 

In talking about his interests, he stated that he gave up the study 
of law because of a lack of interest and chose 
of a strong interest. He believes t 
because he expects his interest 


political science because 
hat he will continue in this field 


—— eer 


EE 
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thing” and to move ahead. He feels that if he were successful in this 
he could get real satisfaction out of his work. He wants to earn a living 
but is not primarily concerned with making a lot of money. At one 
point he indicates that his principles would make it difficult for him 
to engage in politics because of the mud-slinging which would be 
involved. Such are his values and goals. 

Robert indicates clearly the importance of time perspective for 
the occupational decision-making process. He points out that he reacted 
negatively to the law because of the three years of preparation in law 
school and because the early years as a law clerk seldom offer inter- 
esting assignments. For a long time Robert had no firm occupational 
plans, but during the last few weeks they became crystallized. He 
does not anticipate any real difficulties in carrying out his present 


plans. 
There do not seem to be any powerful familial pressures on Robert. 


He recognizes that his father would prefer to have him join his firm, 
but apparently his negative decision did not create major tensions. 
As far as the educational influences are concerned, Robert plans to 
get some help from his professors in resolving particular problems 
connected with his occupational choice. He makes allowance in his 
planning for the possibility of additional training and experience, in- 
cluding the pursuit of graduate studies. 

Robert has rather diversified reactions to the working environ- 
ment as he knows it. He calls attention to one friend who has recently 
gone into governmental work. He thinks that the Army may no longer 
be as uninteresting an environment in which to work as it was in former 
days. Robert will not consider high school teaching because he feels 
that the challenge would not be broad enough for him. He is sufficiently 
acquainted with the law to know that some lawyers never try cases. 
As a casual comment, he indicates that he could even contemplate 
becoming a bartender because of the opportunity which this would 
afford him to talk with people, which he enjoys, but in this he is not 
really serious. 

The interview with Robert took place a very short time after he 
had undergone a major emotional crisis which had culminated in his 
becoming engaged. He recognizes that this major decision about his 
future life has had much to do with crystallizing his occupational choice. 
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He also appreciates that as far as the planning of his future is con- 
cerned, his fiancée is important and he underlines this by stating that 
she has agreed to postpone their marriage until after both have com- 
pleted their education. 

The strategic role played by “key persons” is well illustrated in 
Robert’s recital of the way in which his occupational choice developed. 
He points out that his choice of a college was influenced by the fact 
that his father is an alumnus of Columbia. He talks with warm feeling 
about his high school teacher. He plans to consult with his professors 
about his proposed program. He is aware that his parents approve 
in general of the way in which he is handling his problem. And, as 
we have mentioned, he knows that his future will be influenced by 
the attitudes and reactions of his fiancée, 

In this analysis of Robert's interview, no attempt has been made 
to explain every statement; rather, a selection was made of the major 
factors in his decision-making, The example supports our contention 
that only a broad framework can do justice to the problem. We found 
it possible to work with three major factors—the self, reality, 
persons—and with eight subcategories; capacities, interests, val 
time perspective comprising the self; family, 
work, and life plan comprising reality. This fra: 
to order the rich materials, Establishing th 
these several factors can provide a firm basi 


tional choice. But this requires that the materi 
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Chapter 5 


THE CASE MATERIALS 


a CONCLUSION was reached fairly early in our planning that a valid 
approach to the study of occupational choice would make use of the 
genetic method by following the different stages through which an 
individual passes before he finally selects an occupation. The first ques- 
tion then was whether the study must begin by observing individuals 
during infancy, for surely early experiences are related to the way in 
which individuals mature and eventually make their occupational 
choice. 

Despite the apparent logic of such an approach, it would have 
Serious shortcomings. First, it would be difficult to decide what to 
observe about infants and young children. Without a greater knowl- 
edge than is available about the process of occupational choice de- 
termination in the older age groups, we would have no basis for de- 
ciding what aspects of childhood are relevant and meaningfully 
connected with the choices of adolescents and young adults. Without 
these connecting links, an attempt to structure the richness and diversity 
of childhood experiences would be impossible. 

There were practical reasons why such a comprehensive genetic 
approach would have serious limitations. First and foremost was the 
Consideration of time. No significant results could have been obtained 
short of twenty years, the time span required to study in detail the 
Most important stages through which an individual passes in the process 
of reaching an occupational decision. Moreover, it would be next to 
impossible to study intensively a group in each stage of development 
without making them aware that they were the subjects of observation 
and study. And this would in turn materially affect the way in which 
they would determine their occupational choice, for one of the major 
determinants of behavior is consciousness of the problem and of the 
fact that it must be solved either by one’s own efforts alone or with the 


help of others. 
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Because of these limitations to a genetic study which would include 
the entire range of an individual’s life from infancy to adulthood, we 
sought for practical alternatives which would give us the benefits of 
the genetic approach without involving us in the major disabilities. 
We therefore followed a procedure extensively used in child psychology, 
which studies individuals from the same social group but of different 
ages and maturity, in order to identify the stages of a process accom- 
panying individual maturation. It is important to note that the results 
from this method have relevance for the group as a whole but not 
necessarily for any individual within the group. For instance, Piaget 
(82,33,84) has shown that most children 
not make a sharp distinction between ani 
but consider all elements with which they 
The young child who hurts himself by 
table may reestablish his emotional equi 
By the age of six, Piaget concludes, most children in our culture are 
able to distinguish between animate and inanimate. This refers to the 
group as a whole, but does not preclude the possibility that a particular 
child may recognize the distinctio 
or that another may not be able t 
nine, 


Having determined u 


below six years of age do 
mate and inanimate objects, 
come into contact as animate. 
falling against the edge of a 
librium by beating the table. 


n at a considerably younger age, 
© see it clearly until he is eight or 


pon this approach and method, our first 
problem was to discover that stage in the individual’s development 
which would be most significant as a starting point in a study of his 
occupational choice determination, We knew that children of four or 
five, and someimes even younger, will readily respond to the question, 
“What do you want to be when you grow up?” But the replies which 

, and more particularly the attitudes and behavior which lie 
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are not aware that they, as individuals, will eventually have to take 
action with respect to their future occupations. They still approach the 
question in terms of a wish to grow up or to engage in an activity they 
consider pleasurable at the moment. We discovered that many expect 
to pursue several different, and frequently contradictory, occupations 
when they grow up, without realizing that they will eventually have 
to choose among these alternatives. Finally, they seem to have no 
basis in experience for recognizing the considerations which would 
lead to a satisfactory choice. In short, they do not see occupational 
choice as a problem requiring decisions or actions either immediately 
or in the future. Nor do they perceive that their eventual adult status 
will depend to a large degree upon the actions which they will later 
take or not take. i 

Children as young as eight years of age do, on occasion, discuss 
the question of going to college, or talk about other important aspects 
of the occupational process. One youngster, aged ten, responded to a 
question about the amount of money which he would like to earn when 
he grows up with the statement that he could not tell because it de- 
pended on the changes in prices! However, the maturity of this and 
many other responses was more apparent than real. A careful analysis 
revealed that the replies reflected an ability to use without compre- 
hension verbalizations to which the children had been exposed. This 
was linguistic sophistication rather than mental maturity. 

We next considered youngsters of eleven. We knew that in the 
school system from which we were to select children for interviewing, 
the child must make at eleven a first choice that might be slightly 
related to his future work; at'that age he has to decide whether to 
study a foreign language and if so, which one. Because the child must 
make his first decision at this age, we concluded that eleven was a 
significant age at which to begin our inquiry. Our next step was to 
select the specific group or groups for intensive study. 

We knew, from our earlier efforts, the manifold difficulties con- 
fronting us and we took special care to design an approach which 
would increase our chances of developing significant findings. For this 
Teason we decided to study a group of individuals for whom the ex- 
ternal environment interfered as little as possible with their freedom 
to pursue any occupation. We recognized that by following this princi- 
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ple of selection we would be unable to apply our findings directly to 
other classes in society who live in a more restrictive environment and 
who have smaller margins of freedom in selecting their occupational 
objective. But it must again be stressed that our primary objective was 
to develop an approach to a general theory. This was a necessary first 
step. Only after it had been completed could statistically valid findings 
be developed that would be applicable to the behavior of other im- 
portant groups in our society. 

We limited our major group to males, because in our society the 
role of work has heightened significance for the male members. This 
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t was a definitely privileged group—it had a superior 
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economic position; it was free of the burdens of minority status; divorce 
had not disrupted the family; and the children had no overt handicaps. 
In addition, to insure a higher degree of homogeneity, we selected 
only those who lived in an urban environment. In general, the mem- 
bers of the group had an intelligence quotient of about 120 or above, 
which was another factor in their favor. 

It might be questioned whether this privileged group, by virtue 
of its position, was not restricted in the range of choices because of 
the social and economic status of the family. In a formal sense of the 
term “limitation,” this is a valid query, for it is probably true that if 
a boy in one of these families decided to become a carpenter or a truck 
driver he would meet major opposition. But in the absence of so aber- 
rant a decision, the options of this group are very great. One youngster 
was planning, with parental tolerance if not approval, to become a 
farmer and another expected to become a swimming coach. No family 
Was so wealthy that the son had an option between working and not 
working. 

Having decided to begin our investigations with the eleven-year- 
olds, we agreed that we could best proceed by selecting individuals 
at age intervals of two years and to include persons in elementary 
school, high school, college, and graduate school. This would establish 
an age range from eleven to twenty-four (or older, in view of the 
postponed education of many young adults because of military service). 
The two-year interval seemed justified, for it was long enough to in- 
clude important changes in approach to the choice problem, and not 
So long that a specific change would be lost in the major maturational 
changes that take place during adolescence. 

The selection procedure was actually based upon the level of 
educational achievement which, although closely correlated with age, 
is not identical with it. But educational accomplishment is a better index 
Of intellectual maturity than age is, and the exposures and pressures 
that precipitate action with respect to one or another aspect of the 
choice problem are determined in large measure by the school system. 
For instance, students in the sixth grade—all whom we interviewed 
were eleven years old—are permitted to decide whether they want 
to study a foreign language and are confronted with a choice of Latin, 
French, or Spanish. Those who had not included a foreign language 
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in their program in the sixth grade must do so in the eighth grade; 
while those who had, faced an option between a second language or 
additional work in the sciences. In the tenth grade some students re- 
spond to pressures being exerted at school or at home to submit their 
applications for admission to college. By the twelfth grade, even the 
laggards bestirred themselves to get into college. 

On the college level, we selected freshmen who had completed 
about one and a half semesters. This group had had an opportunity 
to react to the new experiences of college and had reached a stage 
where they were encouraged to exercise an increasing degree of selec- 
tion of future subjects. The other college group that we studied were 


» to select from a frequently wide range 
of alternatives, And, even those who had a particular objective, such 
as medicine or law, had to reaffirm their choice, 

On the graduate level, we selected candidates for the degree of 
Master of Arts or Master of Science, and advanced students who were 
pursuing a course of study leading to a Ph.D. degree. 

In both the collegiate and 
of selection was introduced. We 


planation is in the limitation of our over-: 
because the senior group included individua 
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did not go to college because the superior economic and social posi- 
tion of their families made it possible and likely for almost all children 
from this group to attend college. Since we did not intend to study 
individuals who deviated from the pattern of the group, we did not 
seek out the exceptional boy who stopped his formal education with 
graduation from high school. After graduation from college, many enter 
the business world. Why did we not study individuals after they had 
been at work for one or two or three years? Admittedly, the problem 
of occupational choice does not end with graduation from college. We 
know that many individuals, after a year or two of business experience, 
actually reopen their choice formally by returning to school. The vast 
majority, however, remain in business, although they may shift their 
occupational objectives in response to new experiences. We considered 
that the study of such individuals falls more logically within our next 
investigation into the determinants of adjustment to work than in the 
Present research that is concentrating on the choice process per se. 
The question of whether they remain within the field of their choice 
or shift to a new field would depend upon a host of factors in the 
external environment. The final decision might well be conditioned by 
their earlier attitudes toward their occupational objectives, but in de- 
termining a cut-off point it seemed reasonable to consider a study of 
this group more relevant for an investigation into work adjustment 
than into occupational choice. : 
The boys in the sixth to the twelfth grades selected for interview- 
ing were students of the Horace Mann-Lincoln School, which was then 
Operating under the auspices of Teachers College, Columbia University, 
The collegiate and post-graduate students were enrolled at Columbia 
College or other divisions of Columbia University. We recognized that 
a particular educational emphasis such as is maintained by some 
Secondary schools might exercise a significant influence on the occupa- 
tional decision-making of the pupils exposed to it. On the basis of 
consultations with the authorities at the Horace Mann-Lincoln School, 
there seemed to be little in the general orientation of their program 
or in the specific construction of the curriculum which might Siaina 
such an influence on the pupils. This was confirmed by our interviews. 
f we had sought statistically relevant findings, it would have been a 
Serious error to limit ourselves to a single institution. But this was not 
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our intent. We were concerned with interviewing a group of individuals 
in different stages of development who had the characteristics which 
we have detailed above. Our second concern was that the broad charac- 
teristics of the group be the same for individuals at different ages. In 
terms of these objectives the choice of Horace Mann-Lincoln School 
and Columbia University was fully justified. 

Although our major investigation focused on a highly favored 
group having a maximum degree of freedom of choice, we wanted 
at least some preliminary insight into two sectors of the population 
which are severely restricted in choice: boys who come from a de- 
prived economic environment; and girls, who, even though they come 
from families with substantial incomes, approach their occupational 
choice within the framework of their primary desire to be married 
and raise a family. We therefore interviewed a few from each group. 
For the first, we selected boys from the last year of grammar school 
(eighth grade) and from each of the four years in high school. The 
largest number was concentrated in the second and third years of high 
school, which represented the termination of formal schooling for the 
majority of this group. 

Once again, we limited our selections to an urban group of white 
males of Catholic or Protestant background. By accident of locale, most 
of them were Catholic. Individuals with overt physical, emotional, or 
intellectual handicaps were excluded. It was not practical, however, 
to select only individuals from whole families, although the majority 
did come from households where both parents were alive and living 
together. The most distinguishing characteristic of their economic back- 


ground was the occupations of their fathers: 


they were dock workers, 
truck drivers, 


and semiskilled factory workers. Our interviewing took 
place in 1947, when the immediate economic position of this group 
was probably better than it had been at any previous time. The average 
family income was between $2,500 and $3,000, except in the fairly 
common cases where the wife worked part or full time. But the eco- 
nomic position of these families was still inferior, particularly when 
allowance is made, first, for the post-war inflation of prices and, secondly, 
for the large number of children in most of these families. 

Certain other characteristics of this group warrant mention. To 
facilitate our coming into contact with the adolescents we sought the 
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help of the staff of a neighborhood settlement house—Hudson Guild. Al- 
though this settlement house has long played an intimate role in the 
daily life of the local community, it has no appeal to the neighbor- 
hood delinquents. Hence the boys with whom we talked probably 
had a higher degree of social integration than the average. It has been 
pointed out that the boys of the Horace Mann-Lincoln School group 
had intelligence quotients of at least 120, Although we did not as- 
certain the intelligence scores for the Hudson Guild group, we believe, 
on the basis of our interviewing, that in many instances it was con- 
siderably below 120. It is worth mentioning that the Hudson Guild 
group experienced greater difficulties in talking about their occupa- 
tional choices than did the Lincoln School group. However, this can 
probably be accounted for only in part by differences in intelligence; 
“a by considerable degree it reflected differences in the ability to ver- 
alize, 


In order to ascertain the differences between boys and girls in 


their approach to occupational choice, we interviewed a relatively 


small number of students from Barnard College, Columbia University, 
who were chosen because they had characteristics similar to those 
of the Columbia College group. However, because of the way in which 
the curriculum is constructed at Barnard, it was desirable to select 
representatives of the sophomore class rather than freshmen. Hence, 
the Barnard group was composed of sophomores and seniors while 
the Columbia College group were freshmen and seniors. ; 

The findings on which this book is based depend in the first instance 
on an intensive analysis of eight interviews of individuals at each of 
eight stages in the educational process, starting with the sixth grade 
in elementary school, through the eighth, tenth, and twelfth grades in 
high school; the freshman and senior years in college; first-year graduate 
students and advanced graduate students. In addition, we interviewed 
Seventeen boys in the Hudson Guild group and ten girls from Barnard 
College, a total of ninety-one persons. Actually, the total number of 


interviews was considerably larger. During the period of exploration 
to determine the best age to start the investigation, we talked with 
Many children in the younger age groups. Many students who applied 
for admission to the Graduate School of Business, Columbia University, 
Were interviewed. In addition, a considerable number of undergraduate 
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and graduate students at Columbia became aware of our work and 
sought an opportunity to put their occupational problems before the 
staff. Because the focus of these interviews was different, the findings 
have not been intermingled with those from the specially selected 
groups. Nevertheless, we increased our understanding of the basic 
problems by this broadened experience. 

The pertinence of an investigation based on relatively few cases 
from an unusually favored sector of society must be appraised against 
our objective, which was at once ambitious and modest, Ours was an 
exploratory study aimed to develop a broad understanding of the 
sequences in the occupational choice process, and to present a pre- 
liminary analysis of important relations between patterns of occupa- 
tional decision-making and personality characteristics. The more com- 
plex the problem, the less likely that the investigator can present 


initially tested conclusions. For the time being, we must be content 
with tentative conclusions. 


Chapter 6 


SECURING THE FACTS 


As A RESULT of our preliminary investigations, we decided to focus 
on the decision-making of the individual and the important factors 
which enter into his choice. In particular, we sought to discover the 
ways in which these factors tend to act and react on each other. We 
wanted to learn how an individual responds to specific situations, and 
in this respect we were concerned both with the actions which he takes 
as well as with those he does not take. 


Once we decided that it was not feasible to study the same indi- 


vidual throughout the period of occupational decision-making, we 


developed a method based upon the materials uncovered by a single 
interview, Since we interviewed individuals with substantially the same 
characteristics at different age levels, we were able to collect a body 
of materials that could be differentiated in terms of the level of maturity 
of each group. For instance, the approach of the eleven-year-olds could 
be compared with that of the seventeen-year-old group. In each case 
the interview provided us with information about the individuaľ’s ap- 
proach to his current problem as well as retrospective data about his 
earlier choices—his previous planning, why he had made certain tenta- 
tive selections, and the reasons which led him to reaffirm or discard 
them. 

Our major emphasis was on the manner in which the individual 
was currently dealing with the problem of his occupational choice, 
how he thought and felt about it; how he perceived the problem and 
what actions he was planning to take. Our approach made us dependent 
on what we were told, for our materials consisted of a discussion 


Prompted by our questions. 

It has been contended that a study of oc 
relies exclusively on interview material cannot yie 
many individuals are unable to respond to the 
because they cannot know why they feel as the 


cupational choice which 


important questions 
y do or act as they 
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do. Another contention is that the replies are frequently designed to 
meet the approval of the interviewer and are therefore deliberately 
a few remarks about our interviewing procedures may put 
our approach in better aae 

The first, and perhaps most important, observation is that people 
answer questions about occupational choice much more readily than 
questions about matters in which they are under strong pressure to 
conform to established social attitudes (for instance, sexual behavior ) 
It is perfectly reasonable in our society for an adolescent to be ún- 
certain about what he wants to do when he grows up. He can admit 
that he is in conflict without any loss of prestige. Frequently, he knows 
that it is usual for people of his age to be somewhat confused about 
this problem, and usually he will talk forthrightly, being under little, 
if any, compulsion to withhold relevant information or to distort how 
he thinks or feels about it. 

(We did our best to convey to everyone whom we interviewed that 
we were studying the problem from a research point of view and were 
free of any connection with the school authorities or other official 
groups. We were only partly successful in convincing the youngest 
group on this score, but we did succeed in convincing most of the 
others that we were research workers, not inspectors. Only a few whom 

e interviewed remained defensive or suspicious; the vast majority ac- 

Ife our explanation and cooperated wholeheartedly. 

. The fact that we used_“open-end” questions contributed greatly 
to the ease and relaxation which typified most of our interviews. The 
person being interviewed was really in control of the discussion. Only 
when he went very far afield, so far that we could not see the relation 
between what he was telling us and our inquiry, 
bring him back to the question in point. 

WfThe verbal responses provided reliable material for learning how 
individuals structure their problem and how they act to solve it. Oc- 
cupational choice is the type of problem in which reasonable behavior 
depends upon a reasonable understanding of the factors involved. Be- 
cause of the multiplicity and complexity of these factors, an essential 
preliminary to intelligent action is to order and appraise them. State- 
ments about one’s conception of the problem are therefore a clue to 
the factors which determine his actions, This contention that there 


did we interfere and 
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is a close linkage between verbalization, conceptualization, and action 
does not deny that in a particular case some barrier may make it difficult 
for the individual to explain how he feels and acts, or may come between 
his understanding of the problem and his ability to act. But such bar- 
riers are the exception, not the rule. 

We were not completely dependent, however, on what the indi- 
vidual told us. We were able to check the meaning and importance 
of many of his replies. Some adolescents in the upper grades of high 
school or in the first years of college believed that their approach 
should already have been crystallized; they were under the impression 
that most of their classmates had solved the problem. In order to con- 
ceal the fact that they were still undecided, they did not hesitate to 
say they had made an occupational choice. That is to say, they were 
able to verbalize in a manner which brought them within what they 


considered to be the pattern for their group. However, an analysis 
ys revealed that the choice was not 


of the complete interview alwa 
capacities, or values. In short, 


solidly grounded, either in interests, 
it had no anchorage. It was verbal, not real. 

The use to which we put the interview materials can now be 
reviewed. We did not consider the answers of a particular individual 
valid for interpreting how he had arrived at the present stage in his 
choice process, nor did we believe that we could predict the final out- 
Come\We recognized that during the course of an interview of ap- 
Proximately one hour in length it was impossible to ascertain all the 
Significant factors in the development of any person's choice) We had 


Some idea about why an eleven-year-old would say he wanted to be 
it we had a much better idea of why 


a doctor when he grew up; bu 
no eleven-year-old, no matter what he wants to be when he grows up, 
f values, such as to work 


would explain his tentative choice in terms 0 
with people or to advance the boundaries of knowledge in his chosen 


field. On the other hand, our interview material permitted us to reach 
the conclusion that every seventeen-year-old, to some degree, con- 
Sidered his future occupation in terms of whether a particular choice 
Would further his important values and goals. 

Since we relied on interviews to provide us with our basic data, we 
took special care in constructing them. First, it was necessary to include 
all the major factors likely to be operative in the decision-making proc- 
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ess; and second, it was necessary that the responses of individuals at 
each age level could be compared with those of all other age levels. It 
was, of course, not possible to use identical language when interviewing 
preadolescents and young adults. Nor could we select the same facets 
of the environment around which to build the questions. Yet a basic 
comparability in the themes was essential in order to provide a certain 
der in the responses. Once we had evolved the essential categories— 
va aspects of the self ( capacities, interests, goals and values, and time 
perspective); the aspects of reality (educational prerequisites for 


with individuals at different age levels, 


We found it possible to use the same set of questions for ages 
eleven, thirteen, and fifteen; we changed the formulation for high 


their decision-making, For the college girls we added a series of ques- 
tions that sought to relate marital plans to occupational choice. 


We were particularly interested in learning how individuals at 
different ages deal with the problem 


the eleven-year-olds, “In what ways do you think your studies may 


When do you have to choose 


do you think you will know what kind o: 


those who had not yet made 
When do you think you will 
P What kind of help will you 
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seek?” To college students who had no occupational choice the ques- 
tion was put, “When do you expect to make a choice; how do you expect 
to arrive at your choice?” All were asked, “What do you plan to do 
after college?” “Do you expect to carry out your choice without difi- 
culty?” 

Similarly the other basic elements were explored for each age 
group by introducing slight variations into the questions. In each in- 
stance, we tried to use language and illustrations appropriate to the 
age group. We knew that there was no point in asking a thirteen-year- 
old to “outline his values,” but we had little difficulty in eliciting a 
response to the question, “If you had a million dollars, would you 
work?” or “If all jobs paid the same, which one would you want?” 

We did not start the interview with a question about occupational 
choice; instead, we asked the younger boys how old they were, what 
grade they were in, and similar questions; with the older group we 
usually started by asking, “How did you happen to come to Colum- 
bia?” We strove to avoid all unnecessary pressures. In a considerable 
number of cases it was necessary to ask only a few questions through- 
Out the entire interview. Once the individual began to talk he de- 
veloped a sufficient interest in the problem so that he needed no prompt- 
ing or encouragement beyond an occasional nod. We took this as con- 
firmation that our questions were relevant. 

A striking observation about our interviewing procedure was that 
large numbers—especially in the age groups of fifteen and above— 
Commented at the conclusion of the discussion that they not only en- 
joyed the opportunity to talk about the problem, but felt that it had 
been helpful. Several high school boys stated that the interview had 
been more helpful than the lectures they had heard about different 
Occupations and how to choose one. Several college students told us 
that this was the first time they had ever seriously and carefully re- 
Viewed the problem of occupational choice. These spontaneous com- 
ments added to our conviction that we were exploring the relevant 
facets of the problem; they also pointed up the fact that much of the 
Conjecture and concern about future work among adolescents is scat- 
tered and confused, which militates against systematic evaluation and 


Control, 
It was usually possible to complete the interview in three-quarters 
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of an hour or an hour, though in many cases it ran to an hour and 
a half, or even two hours. During the early interviews, only two per- 
sons were present—the staff member and the subject. During the inter- 
view the staff member unobtrusively made a few notes, and after the 
completion of the interview dictated as much as he remembered. Fairly 
early in the investigation, however, we discovered that most indi- 
viduals were quite relaxed and eager to talk. We therefore found it 
feasible to have a secretary present, out of line of vision of the subject 
but within hearing range, and for reasons of economy, as well as ac- 
curacy, we followed this procedure. For the most part the interview 
materials presented in this book are verbatim, subject only to the dele- 
tion of irrelevant or repetitious remarks, 

The first stage of developing a general theory of occupational choice 
was to determine the materials to collect and to evolve an interviewing 
technique that would provide them. Equally important was the de- 
velopment of appropriate methods for analyzing the large mass of 
interview materials. Since the average interview ran to a considerable 
number of typed pages, we found it desirable—in fact, necessary—to 
condense it for purposes of group discussion. By recording in abbrevi- 
ated form the essential statements scattered throughout the interview 
around the following major categories: “choice of an occupation,” 
“values,” “the work area,” “time perspective (the future),” and “key 
persons,” we were able to condense each full interview into approxi- 
mately one page. This abstract, by presenting all the related materials 
in one place, facilitated our evaluation of the individual cases. When- 
ever the bare essentials contained in the abstract proved insufficient, 
we were able to refer to the complete case. 
ae The group discussion of the individual cases enabled us to become 
intimately acquainted with our materials, Necessarily, this approach 
led us to explore the process of the occupational choice determination 
of each individual as revealed in our interview with him. As we have 
previously emphasized, we realized the limitations of our materials 
or contributing to an understanding of the manifold aspects of the 
choice process of any one individual. Our discussion was therefore 
not centered on a speculative reconstruction of the “dynamics” of the 
individual’s choice, but rather on evaluating the statements which he 
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made about himself, the reality, and the key persons who were in- 
fluencing his choice. 

The summary of our discussion of the individual case formed an- 
other body of materials, in addition to the original interview and the 
abstract. Except in the youngest age group, every one of our subjects 
approached his occupational choice with some reference to his inter-\\ 
ests, capacities, and values, and consideration of the future; he took 
into account various elements in the reality situation affecting his prep- 
aration for and returns from work; and he was usually aware of the 
role that certain key persons played in his decision-making. Because 
all these factors were present to some degree in almost every case, 
it was not possible for us to follow the process of choice determination 
from one age group to another by simply determining whether a par- 
ticular element was present or not. The key to the process was the 
maturity with which these several factors were handled by each age 
group. In order to identify these differences in maturity, it became 
essential for us to study the “quality” of the replies, which we did 
by analyzing the words and concepts used by individuals in different 
age groups. An eleven-year-old stated that he had “no idea how much 
money he wanted to make when he grew up”; he thought he “would 
like to make as much as his father.” Another eleven-year-old said that 
“it was a waste of time to go after money; he would ask his parents 
whenever he needed something.” A graduate student formulated an 
answer in these terms, “I want to live comfortably, I do not aim at any 
particular level: I would be satisfied with the salary of a college profes- 
sor, $5,000 to $7,000. I’m not interested in money for money’s sake; if 
I should develop expensive tastes, I will have to supplement my in- 
come.” This illustration shows that the eleven-year-old as well as the 
graduate student was able to express an attitude with respect to mone- 
tary returns from work; the significant difference was in the depth of 
the replies. 

The content analysis, in terms of the major categories, enabled 
us to recognize characteristic patterns for each age group by comparing 
the “typical” responses, particularly the quality of the responses, of 
One age group with another. This enabled us to recognize the sig- 
nificant stages in the pattern of occupational choice as the individual 
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matures intellectually and emotionally. By this method we were able 
to see, for instance, that the eleven-year-olds approach their occupa- 
tional choice primarily in terms of their likes and interests. College 
freshmen, on the other hand, while still discussing their choice in terms 
of interests, are also concerned with whether their capacities are 
sufficient to permit them to bring their interests to fruition, and also 
with the relation between their interests and their values, and with 
the extent to which they would be able to overcome barriers in the 
external environment. 

In addition to analyzing our materials in order to evolve norms 
by age which would permit us to describe in general terms the nature 
of the occupational choice process, we used our materials to accomplish 
another objective. In every interview we collected information about 
the prior choices of the individual, the reasons that these had originally 
been made, as well as the reasons that they had been discarded. By 
analyzing these retrospective data, both in terms of the specific choices 
at different ages and the reasons that they had been made and aban- 
doned, we were able to recognize different “patterns” of choice de- 
termination. This gave us a second important approach to organizing 
the materials. 

The next five chapters present the materials which were elicited 
through the use of our interviewing technique and which form the 
basis for our analysis of the process of occupational choice. 


Part I 


THE BASIC PROCESS OF 
DECISION-MAKING 


Chapter 7 


y THE THREE PERIODS OF OCCUPATIONAL 
CHOICE DETERMINATION 


Tes INVESTIGATION focuses on the way in which individuals cope 


with the problem of occupational choice at successive stages in their 
development. For an understanding of this process, the time axis is 
crucial. The analysis of a process that takes place over a considerable 
span of years is always difficult, but it is more difficult when the crucial 
years are typified by very rapid changes in the total personality, as in 
adolescence. It becomes exceedingly difficult to recognize the signifi- 
cant factors when the individual is undergoing major changes with 
respect to almost every aspect of his development. 

It is well known that adolescence is a harassing period for the 
individual who is passing through it and a difficult one for all who 
come in contact with him. Parents and counselors are constantly ex- 
ploring means and ways of giving more effective aid to young people 
who are neither children nor yet adults. Since to choose an occupation 


is only one of the problems that face an adolescent, it is necessary to 


Consider the range and depth of the changes that take place in the 


personality during this period. Our task, however, is to enhance our 
understanding of the process of occupational choice, not the broad 
Subject of the psychology and social adjustment of adolescents, We 
must take into account what is known about the major changes in 
adolescence and set our particular study against the background of 
these changes. Because the occupational choice process is tied so closely 
to the general maturation of the personality, consideration must be 
given to the sequential changes—physical, intellectual, emotional, and 
Social—that occur during these crucial years. In addition, ae 
must be given to the fact that, although there is a general relation 
between age and maturation, there are large individual variations in 


Progress toward maturity. 


; idly in 
Despite the fact that an indi pialy a 


vidual may mature more ra 
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one aspect of his personality than in another, and despite the marked 
differences in the over-all rate at which different individuals in the 
same social group mature, it is possible to make certain rough gen- 
eralizations about the major stages in their development. The period 
between thirteen and sixteen is usually designated as early adolescence, 
and that between sixteen and eighteen or nineteen as late adolescence. 
The years immediately preceding thirteen (eleven to thirteen) are 
frequently denoted as preadolescence; while the years before that (six 
to eleven) are now generally called the latency period. Young adult- 
hood is probably the best term for the years immediately following 
the end of the adolescent period. This rough classification will be used 
for convenience in the following discussion which seeks to relate changes 
in the occupational choice process to the broader changes in general 
maturation. 

The process of occupational decision-making can be divided into 
three distinct periods: the period during which the individual makes 
what can be described as a fantasy choice; the period during which 
he iş making a tentative choice; and the period when he makes a 
istic choice. The first coincides in general with the latency period, 
tween six and eleven, although residual elements of fantasy choices 
frequently carry over into the preadolescent years. The second coin- 
cides by and large with early and late adolescence; with few excep- 
tions, realistic choices are made in early adulthood. To some degree, 
the way in which a young person deals with his occupational choice 
is indicative of his general maturity and, conversely, in assessing the 
latter, consideration must be given to the way in which he is handling 
his occupational choice problem. 

The breakdown of a span of more than fifteen years in the life 
of an individual, a span characterized by radical changes, into no more 
than three periods is clearly only a first approach to ordering the data. 
The next chapter will present refinements by introducing a series of 
stages into the periods of tentative and realistic choices. In consider- 
ing the period of fantasy choices we did not introduce refinements, 
since we began our systematic study at the eleven-year level and our 
knowledge of the preceding period remained incomplete. In our ex- 
ploratory interviews, we had undertaken a series of interviews of 
children between the ages of eight and eleven; we also had available 
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the study of Frank and Hetzer (28) which dealt with the vocational 
wishes of children between three and ten. Our discussion of the period 
of fantasy choices is based primarily on these two sources. 

A large number of children at the age of four or five will respond 
to the question of what they want to do when they grow up. They will 
have a ready answer, and usually a ready explanation for their answer. 
The answer of a four- or five-year-old will not necessarily be in terms 
of a first choice; often a slight probing discloses an earlier and different 
choice. 

Frank and Hetzer found a wide range of choices among the several 
hundred Viennese children whom they queried about their future oc- 
cupations. A four-year-old wanted to be a road worker in order “to 
use the steamroller and make the street smooth”; a five-year-old girl 
wanted to be a mother in order to sweep the room and wash the 
dishes; a six-year-old boy wanted to be a bricklayer so that he could 
“make mortar out of sand and water and put it on the wall.” All these 
choices have something in common: they are based on the child’s de- 
sire for “function pleasure,” that is, to engage in the work because 
the particular activity is conceived to be pleasurable. From children 
in the eighth or ninth year, the following statements were elicited: “I 
want to be a dentist so that I can help my father”; “I would like to 
be a physician so that if anyone in the family gets sick I will be able 
to help”; “I would like to be an actress because I want to make my 
parents happy.” The common element here is the emphasis on the 
results of the work, expressed in terms of the advantages that will 
accrue to the individual himself, or to others who are close to him. 
Frank and Hetzer concluded that there was a definite change in the 
pattern between the younger and the older age groups; the younger 
children were motivated by a desire for “function pleasure,” while the 
older ones were more concerned with accomplishing certain results 
from which they would derive satisfaction. 

The development of increasingly mature reasons for selecting an 
occupation parallels to a considerable degree the way children gen- 
erally acquire greater capacity to accomplish specific tasks. Very young 
children play for the sake of playing, and do so most of the time; they 
are primarily concerned with a maximization of “function pleasure; 
When they begin to go to school, and sometimes even earlier, they 
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acquire the capacity to accomplish specific tasks and become more 

- and more concerned with results. A similar shift in approach from “func- 
tion pleasure” to results was found among older children, who have 
a greater ability to derive “function pleasure” from intellectual pursuits 
as well as from physical activity. Thus, a nine-year-old justifies his wish 
to become a teacher by saying that he wants to give commands to 
pupils and that they would have to obey him, while the twelve-year- 
old says that he wants to help them in learning how to read; the em- 
phasis in each case is on the result of the prospective activity. 

Another characteristic of children in the latency period is their 
recognition that they will have to work when they grow up. Not to 
work is inconceivable to them. One eight-year-old whom we inter- 
viewed distinguished between children and adults in these terms: “I 
am different from my father because I don’t work; children usually 
play and adults work.” Then he went on to say: “Everybody works. 
My mother works lots. Some go to the factory at fourteen. Others go 

_ to college and then go to work.” A ten-year-old said: “Most everyone 
works. Some work harder, like farmers and engineers. Rich people 
have to work to get rich, and they still have to work. If they stop, their 
money will go fast. People who steal are the only ones who don’t 
work,” 

Many investigators have called attention to the fact that one of 
the characteristics of the selections made by younger children is their 
grandiose, spectacular, or adventuresome quality. This generalization 
is too broad. It is not typical of the choices that children make through- 
out the latency period, but it does tend to characterize those made by 
eight- and nine-year-olds who, having broadened their horizons by read- 
ing and other experiences, and chafing at their restrictions and con- 
finements, express their desire for freedom and excitement in wishes 
to be an aviator, an explorer, or a famous baseball player. 

Children have real difficulty in adjusting to the adult world, yet 
as they grow older they become increasingly eager to secure the 
privileges of adulthood. They have been forced to accept the frustra- 
tions and the limitations which are theirs by virtue of the fact that 
they. are children. However, they have a possibility of escape: they 
can fantasy about the future. In fact, the child’s approach to his future 
occupation is largely in terms of assuming in fantasy the role of an 
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adult. By playing that role or imagining himself as engaging in adult 
activities, he can help to compensate for the shortcomings of the present. 

The essential quality of the occupational choices expressed by 
children in the latency period is the distortion of a time perspective. 
They are, of course, aware that there is such a thing as the future, 
but it has no value or use to them. In essence, the future to them means 
only, “not now; later.” They can do nothing about it except wait for 
it to come. The eight- or nine-year-old finds himself in much the same 
position as the child who had the following exchange with her mother: 
“Mommy, I want to be a mother.” “Yes, you will be a mother when 
you grow up.” “No, I don’t want to be a mother when I grow up. I 
want to be a mother now so that I can go with you to the P.T.A. meeting.” 

A child is free from any urgency to deal with his occupational 
choice in a concrete manner. He can choose any occupation and there 
are no limits to his fantasy. And, except for his fantasy, there is no 
bridge between the present and the future, so that he is under no 
pressure to figure out how to accomplish his goal. For him, there is 
only one thing to do—to wait until he grows up. 

The important point about the choices of children in the latency 
period is their approach; we use the term “fantasy choice” to stress the \ 
nature of the process rather than the specific occupations that children 
select. The fantasy element grows out of the inability of children to 
introduce the relation between means and ends into their thinking 
about the future—that is, to engage in rational considerations, with- 
out which they cannot establish or realize appropriate goals in the 
future. Children in this age group make any and every type of choice 
and are unaware of the barriers which stand in their way. Certain 
adult activities appear pleasurable to them, and they know that certain 


occupations enable one to engage in these activities. Hence, they choose 


the occupation which permits an activity that seems attractive at the 


moment. For one of a number of reasons an eight-year-old believes 
that he would like to drive a locomotive. He cannot accomplish his 
desire, but he can imagine that he will be a locomotive engineer when 
he grows up and that he will thereby attain the pleasures which he 


cannot enjoy at the moment. 


(During the latency perio 
jectively. The transition from the 


d children do not look at themselves ob- 
period of fantasy choices to the next 
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period, that of tentative choices, is connected with the development 
of a new attitude toward themselves. For the first time, the individual 
actually considers himself as an entity which is both stable and chang- 
ing, an entity which he can—in fact, must—evaluate if he is to direct 
his activities effectively toward his goals,) 

{As the child continues to mature intellectually, he becomes in- 
creasingly concerned with the conditions of reality. The outside world 
begins to take on more definite form, and for the first time the growing 
child is able to bring into the focus of his thinking some of the broader 
considerations pertaining to the real world beyond his immediate circle 
of family and school.) As he becomes increasingly aware of reality, 
he begins to appreciate, for instance, that flying, although an attractive 
occupation to him, has serious drawbacks because of the danger that 
is involved. Negative as well as positive elements begin to make their 
impact on him; he becomes critical of his earlier fantasy choices. Oc- 
casionally, boys whom we interviewed at the age of eleven or thirteen 
referred to their earlier choices as “kid’s stuff,” 

Toward the end of the latency period, at about the age of nine 
or ten, children are subjected to an increasing amount of pressure from 
parents and teachers to develop good working habits. They are told 
time and again that “if they are to amount to anything when they grow 
up,” they cannot play incessantly, but must learn to work and to dis- 
cipline themselves. The frequently pronounced concern of their parents 
for their future makes an impression upon them and before long they 
‘themselves become at least slightly interested. A further development 
that accompanies the termination of childhood is the emotional altera- 
tion that begins even before the major changes of puberty take place. 
Experts have referred to this as a “psychic anticipation of puberty.” 
The child senses that major changes are about to take place in his 
life and he begins to prepare himself for these changes. In many families 
where there are older siblings the child sees concretely the marked 
changes which are typical of puberty. 

The foundations of childhood give way in response to these new 
forces—the child’s own intellectual maturing, the pressure from parents 
and others to concern himself with his future, and, finally, the emo- 
tional anticipation of the changes which he is about to undergo in 
puberty. As far as occupational choice is concerned, the end of the 
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latency period frequently finds the child in a suspended state. He is 
no longer satisfied with his old fantasy choices, yet he has no basis 
for making a new selection. David, aged ten, told us that he was not 
sure what kind of work’ he would want to do. He thought he would 
know in about a year. He had “not been thinking about it.” Mickey, 
aged eleven, was in much the same position. He said that he did not 
know what he would do because he was “not of the right age,” and 
he did not think he would be the right age until he entered high school. 
Many children in this traditional stage turn to their parents, as- 
suming that they will make the decision for them. Parents are supposed 
to know about the world of reality, and, as the child becomes aware 
that he must begin to take account of the real world in making an 
occupational choice, he turns to them for help. Although reliance upon 
parents might be considered a sign of dependence, viewed in perspec- 
tive it may be an important forward step. It is an indication that the 
child recognizes the inadequacy of his earlier occupational wishes and 
realizes that more is involved than wishful thinking. It is not long, 
however, before he discovers that his parents may not have the final 
answer or may refuse to assume any real responsibility in the matter. 
If advice is offered, the child may become uneasy when he learns the 
direction of his parents’ thought; he is not at all sure that he would 
like to follow the occupation which seems to be their first choice. When 
he becomes dissatisfied with the solution suggested by them he has 
taken a major step toward realizing that choosing an occupation is his 
problem, that he must do something about it himself. At that point, 
the child enters the second period, the period of tentative choices. 
We have noted that one of the characteristics of the period of 
fantasy choices is the inability of the child to introduce meaningful 
distinctions into his concept of time; the future is simply “not now.” 
One of the significant advances in maturation is a sharpening of the 
time perspective; the preadolescent and the young adolescent recog- 
nize the continuum between the present and the future, and begin 
to appreciate that the two are significantly linked. In fact, the linkage 
is made clear by an increasing awareness that they themselves will 
change. Preadolescents become aware that occupational choice is a 
problem each individual must solve for himself. More important, they 
begin to realize that their actions in the present will largely condition 
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the results in the future. Parallel with this development is the in- 
creasingly sharp distinction which the adolescent group makes between 
present and future satisfactions. They do not assume, as do younger 
children, that currently pleasurable activities will continue to be at- 
tractive to them in the future. The preadolescents and young adoles- 
cents begin to understand that although they may currently enjoy 
playing baseball, they probably will not continue to like it sufficiently 
to become professional ball players. They are more aware of the real 
barriers to accomplishing such a specialized occupational objective than 
are the younger group, and they also question whether their satisfac- 
tion in it would be sustained. They become increasingly conscious of 
the permanence of occupational decision-making; they recognize that 
adult work is usually the same type of work day after day for decades; 
hence, they are increasingly concerned with finding a field of work 
which will continue to yield satisfaction. 

In his attempt to cope with this problem, the adolescent is forced 
to create an image of himself in the future, for without it he cannot 
estimate the relative desirability of his alternatives. He realizes vaguely 
that no aspect of his personality is stable during this period of rapid 
development, and yet the foundation for his choice must have a basic 
stability. This can be provided only by the creation of an image of 
himself in the future, when the turbulence of adolescence wiil be at 
an end and his adult personality will have emerged. 

The tentative selection of an occupation is the first step toward 
realizing this future image. It adds a significant element of concrete- 
ness to the individual’s thinking and planning, and enables him to 
eliminate from consideration most of the alternatives and to concentrate 
on the accomplishment of one. The boy who looks forward with real 
anticipation to the satisfactions he will derive from being a lawyer is 
able to guide his work at school and out of school—he has a basis for 
current action. The floundering which is characteristic of those unable 
to make a tentative occupational choice can be readily understood. If 
they cannot make a meaningful selection among the different roles that 
exist in adult life, they can only guide their current behavior in terms 
of immediate satisfactions. But this is not a satisfactory basis for order- 
ing one’s life. 

The designation of this period as one of tentative choices was made 
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because most adolescents actually consider their choices to be tenta- 
tive. The adolescent does not commit himself firmly and irrevocably to 
a decision. He knows that he does not have adequate control over the 
essential elements. He is aware that his “self” is still undergoing changes; 
he is still unsure of his capacities, interests, values, and even of his 
time perspective; he is not sure what his attitudes will be in the future, 
since they were different in the past. Further, although he has been 
able to learn more and more about the complex nature of the world 
outside and has been able to bring his knowledge and impressions into 
some kind of order, he finds that he is still becoming aware of new 
facets of reality, and that this new knowledge must affect his occupa- 
tional choice. As long as this learning process goes on—at least as long 
as he feels that he may alter his appraisals of major aspects of reality 
—tentativeness seems to be, and in fact is, the only approach for him 
to follow, Perhaps most unsettling is the fact that his image of his 
future “self” is not altogether firm. Although he may have thought 
for a time that his ambition is to participate in the competitiveness 
and excitement of the trial lawyer's work, more recently he has come 
to question whether he really would enjoy a constant matching of 
wits, day in and day out. The firm image is no longer firm. 

-Not all adolescents indicate that their choices are tentative, and 
it sometimes requires a little probing to discover doubts about their 
choices or about the possibility of realizing them. They seem to feel 
Safer if they can pretend to themselves and to others that everything 
has been settled. They lack the courage to reopen the question. As 
We can see from the retrospective history of the Vocational develop- 
Ment of young adults, this uncritical clinging to early choices under- 
goes a gradual weakening, and it is possible for most individuals to 
revise their plans in time. This recognition comes to some people too 
late; a change may no longer be feasible or may be made only at great 
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about himself or about the world, or about the role that he would like 
to play in the future, to make a definitive commitment. It is therefore 
not easy for him to stop considering the problem in terms of a tenta- 
tive choice. This period can come to an end only when the individual 
reaches the conclusion that he finally has a clear insight into himself; 
that he understands the major aspects of reality, at least those aspects 
which he must take into account when making a final decision; and 
lastly that the image of himself in the future is reasonably firm. At 
this point the gap between the present and the future has not only 
narrowed, it has virtually disappeared. As one acquires confidence that 
he will be able to chart his future in accordance with his wishes, he 
becomes increasingly secure in his planning. 

This rather long period of tentative choices, which stretches from 
approximately the age of eleven to eighteen or nineteen and encom- 
passes the whole of adolescence and a little more, is characterized by 
a series of basic changes in the individual. These changes must be 
reviewed at this point in order to recognize their significance for oc- 
cupational decision-making. It is general knowledge that during adoles- 
cence, libidinal pressures for immediate instinctual gratification are so 
powerful that they interfere, always to a substantial degree, and fre- 
quently to an overwhelming degree, with the ability to make construc- 
tive use of assets. Although the adolescent is confronted with the neces- 
sity for taking action in the present that is important for his future, 
he is frequently unable to do so because of his great need for immediate 
gratification. 

The adolescent is also in the throes of a struggle to free himself 
emotionally from the dictation of his parents as well as from his own 
attachments to them. In view of this, it is obviously difficult to seek 
their help on any problem, including that of occupational choice, no 
matter how much he may need help and irrespective of whether they 
are in a position to provide it. At the same time that the struggle for 
emotional independence is under way, the adolescent remains depend- 
ent on his parents particularly for economic support. This counterpoise 
between the need for emotional freedom and independence and the 
continuing reality of dependence frequently results in a conflict: the 
adolescent may deem it desirable to sacrifice some of his long-time 
plans which would entail his continuing dependence on his parents, 
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in favor of early emancipation and freedom. The opposite may also 
occur: the individual is kept emotionally dependent by his parents as 
a price of their support during the necessary training period. 

Finally, adolescents must try to resolve important emotional con- 
flicts, many of which have roots in their early childhood. Many of these 
conflicts are centered on the boy’s relations with his father, the one per- 
son who should be able to help him resolve his occupational choice 
by example and counsel. But the father can give no constructive help 
until the adolescent has brought his emotional conflicts under effective 
control. 

It is only when the perio 


end at about the age of seventeen 
has succeeded in channeling anew the manifold emotional pressures 


upon him, that he finally acquires a solid foundation with which to 
Cope with the problems of adulthood. At this point he is ready to re- 
linquish his earlier tentativeness and finally face the fact that he must 
make a definitive choice. 
The relative calmness which is characteristic of the inner life of 

the young adult is not, however, the sole factor which induces a new 
approach to his problem of choice. He is aided by the reality pressures 
which exert an ever stronger influence upon him. He is forced to recog- 
nize that he cannot remain undecided much longer; that he must finally 
Consider the alternatives that still remain and choose one of them. The 
educational structure contributes to impressing this fact upon him. If 
he has rio specific choice which would necessitate his attending graduate 
School, the young adult realizes that the period of his formal training 
will come to an end upon his graduation from college. Usually by his 
Sophomore year, and almost certainly by his junior year, he will have 
, to select a major subject of study, and this represents the last significant 
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has an opportunity to introduce a major change in the image which 
he has formed of himself and his role in the future. In most instances 
he simply cannot afford the investment of time and effort to develop 
a new concept of himself. If his previous development was undisturbed, 
he seldom needs to do so, for he can feel reasonably secure in deciding 
on the basis of prior experience what he wants and what he does not 
want. He need no longer fear to commit himself, for he now has a firm 
basis for reaching a definitive decision. 

Clearly, the young adult of eighteen or nineteen is not forced to 
commit himself irrevocably about his future work. He is under real 
pressure to select the broad path which he intends to follow, but he 
can safely leave refinements until later. This can be illustrated: At the 
end of his freshman or sophomore year in college a student, previously 
uncertain, will probably be able to decide whether to prepare for 
medicine or to follow his somewhat stronger urge to become a physi- 
cist. If he decides upon the latter, he can postpone until the end of 
college, and possibly later, the question as to whether he would prefer 
to pursue an academic career in physics or to seek industrial employ- 
ment. The major decision that he must make while in college is whether 
to prepare for medicine or physics; a host of detailed decisions can be 
postponed. 

It requires a considerable degree of maturity to realize that one 
must make a decision which will commit one to a course of action 
and that it is neither expedient nor desirable to postpone it. It is also 
evidence of maturity to realize that one’s intellectual and emotional 
development cannot be erased and that one must act in terms of it 
rather than seek ways of escaping from it. 

Implicit in making a firm vocational “decision is the willingness 
of the individual to keep stable his image of himself. His next step is 
to concretize this image by becoming increasingly aware of specific 
objectives, possibly even to establish a time sequence with respect to 
these objectives. The young adult is much more aware than the adoles- 
cent of the need to consider carefully the demands of the reality situa- 
tion. He no longer has the wide margins of freedom to explore what 
he would like to do and how he would like to do it. His best chance 
for finding a satisfactory resolution of his problem at this stage is to 
deal effectively with the current concrete demands. He no longer has 
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to decide between medicine and physics, but must discover what to 
do to gain admission to medical school or graduate school. The time 
has passed when he must wait to grow up before taking decisive action. 
At eighteen or nineteen he has much wider latitude for making specific 
plans and for beginning to implement them. 

This third period, which we have designated as the period of 
realistic choices, comes to an end when the individual completes his 
formal preparation and enters upon his first regular job. This completes 
the basic developmental process which has been under way since early 
childhood and which has been consciously experienced and partly 
molded by the individual since his preadolescent years. Of course, the 
Process does not really come to an end, and it surely need not do so 
with the first job. The impact of the work situation may throw serious 
doubts on the wisdom of the choice. If his dissatisfaction is substantial, 
the individual will attempt to reopen the question in the hope of making 
a more satisfactory selection. But for the majority it is probably true 
that the choice process ends with the first major job. People do of 
Course continue to explore different opportunities within their chosen 
field and seek more satisfactory employment in terms of improved work- 
ing conditions and increased rewards. 

During young adulthood the individual crystallizes his occupational 
choice; in fact he generally approaches the whole of his life with a 
greater concreteness and specificity and with firmer control over what 
were previously very fluid elements. Increasingly he knows what he 
wants and whom he likes and, equally important, what he does not 
value. With this heightened assurance and control he is able to make 
commitments not only about his vocation, but also with respect to 
a marital partner, which, like the choice of an occupation, has the 
character of a permanent commitment. 

The division of the process of occupational choice into three 
periods—fantasy choices, tentative choices, and realistic choices—is a 
partial treatment of the problem. In the next chapter we will analyze 
the several stages into which the periods of tentative and realistic 
choices can be divided; and this analysis, in turn, will be supplemented 
by a more detailed consideration of the various patterns of choice 
determination, the role of emotional factors, and the specific impor- 
tance of the individual's attitude toward work. 
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In presenting this approach of the three periods, we have been 
dealing with materials that are known to experts and that are also 
within the range of experience and knowledge of most persons who 
have reflected about the essential characteristics of the age periods 
which we have analyzed. We did not attempt to present new materials 
or new interpretations of old materials. In fact, our point of departure 
was, if anything, the reverse. We desired to make use of the generally 
accepted approaches to the period of adolescence and the years im- 
mediately preceding and succeeding, and against the background of 
this commonly accepted knowledge to arrange and order certain basic 
facts pertaining to the problem of occupational choice. 

In developing our structure we were seeking a framework within 
which we could place a great welter of information about the periods 
in the occupational choice process, the strategic elements, and the sig- 
nificant patterns. We definitely did not want to convey the impression 
that any one individual—much less any group of individuals—arrives 
at his ultimate decision by passing through each stage of each period in 
ordered sequence. The validity of this analysis cannot be tested by at- 
tempting to fit any one case directly into the framework presented. The 
description of the periods was undertaken for the purpose of making ex- 
plicit the essential aspects of the process of occupational choice determi- 
nation. Many people do not meet the problem in a deliberate manner; 
in fact, all too many appear to avoid a conscious approach. But their 
behavior, like the behavior of those who do cope with their problems 
in a more deliberate manner, can be described in terms of this frame- 
work of the three periods. 


Chapter 8 l : 


THE PERIOD OF TENTATIVE CHOICES 


B- VIRTUE OF THER AGE and limited knowledge and experience, pre- 
adolescents and adolescents are unable to make a final decision about 
an occupation. They do not control the multiple variables which play 
a role in realistic decision-making. Despite this fact, which is primarily 
a function of their age, adolescents are forced to make a host of de- 
cisions which have relevance for their ultimate choice. They have 
considerable freedom as to how to spend their time; they can decide 
to devote more or less of it to their school work or to sports. The school 
offers them alternatives with respect to the selection of courses—they 
can decide to concentrate on academic or on vocational subjects; to 
study a foreign language earlier or later. Toward the end of high school 
they must make a decision about whether to continue their education 
in college; and if so, they must apply for admission. The adolescent 
must make all these decisions and frequently with only a minimum 
of help from parents or teachers; moreover, he must make them at 
a time when he cannot be sure about the type of work he would like 
to follow as his life’s occupation. 

But although in the years between eleven and seventeen—the period 
of preadolescence and early adolescence—the young person is still not 
fully cognizant of the essential factors that should determine his de- 
cision about his future occupation, every year he gains greater insight 
into himself, into his true interests, the extent to which he has the 
capacity to translate them into an occupation, and the values he prizes 
most highly. During these years he is also gaining a greater under- 
standing of the forces in the external world—the advantages and dis- 
advantages which attach to various types of work, the formal prepara- 
tion required to enter certain occupations, and the obstacles he will 
encounter in seeking to realize a particular choice. The young per- 
son is learning more about himself and reality, and part of the maturing 
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process is his increasing ability to consider simultaneously his desires 
and reality. = 

The period from eleven to seventeen can be studied with reference 
to two criteria: the individual’s search for an appropriate basis for his 
choice, and the factors he takes into account and the way in which 
he evaluates them. 

There is a significant relationship between this search and the 
change in time perspective. At first, interests serve as the major basis 
for choice. Shortly thereafter the adolescent realizes that his former 
interests are not always his present interests; that, with time, old inter- 
ests disappear and new ones come into focus. So, too, with the con- 
sideration of his capacities. He realizes that he must ask some ques- 
tions about his competence to carry out a particular choice, and again 
he finds that the answer changes. As one high school senior remarked, 
“My good subjects? They change constantly. Formerly, it was English, 
but not now. I’m pretty good in Math which would doubtless help in 
Architecture. I’m terrible in Art, but I've had no training. I probably 
could learn.” Much the same flux can be found in the consideration 
of values, which usually becomes a significant point of reference at 
about the age of fifteen or sixteen. For several years the adolescent 
may have held to a tentative choice of becoming a doctor because 
he “wanted to help people.” It is only with increasing maturity that 
he recognizes that this value can find expression in many other areas; 
he can “help people” if he becomes, for instance, a teacher, or a trade 
union official, or if he enters government service. The adolescent tries 
to introduce some stability into this period of flux by adjusting the 
image of his “future self.” When the base formerly used for anchoring 
his occupational choice is no longer satisfactory, he facilitates his ad- 
justment to a new base by introducing changes in his projected role. 
Throughout these years he constantly narrows the gap between his 
current role and his future role. 

With each year more and more of the process comes under direct 
control. Planning becomes increasingly important. This has both a posi- 
tive and a negative aspect, for the future is affected by the plans and 
actions which are undertaken as well as by those that are not. A strategy 
is being evolved. Although many adolescents give the impression that 
they are taking no deliberate action with respect to their future, this 
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does not mean that they have no problem. Actually, they are permitting 
the forces in the external environment to propel them toward a 
decision—for instance, the type of preparation which they are under- 
going in school will largely determine their work in the future. 

This period from eleven through seventeen has been designated 
the period of tentative choices. It can be divided into four stages. From 
eleven to twelve is the “interest stage’—the preadolescent makes his 
choice primarily in terms of his likes and interests. The second stage 
—from thirteen to fourteen—is the “capacity stage”: the individual be- 
comes more and more aware of the necessity to introduce realistic 
elements into his considerations. He begins to consider his capacities 
objectively and for the first time to become aware of external factors 
—different occupations, different returns, and different preparation and 
training. 

The third stage—the “value stage”—covers approximately the ages 
of fifteen and sixteen and is characterized by the adolescent’s attempt 
to find a place for himself in society. He realizes that it is no longer 
sufficient to say “I want to become a lawyer because I like to debate” 
or “because it will be easy for me to take over my father’s practice”; 
he realizes that considerations of either subjective or objective factors 
alone are not enough. The adolescent recognizes that he must syn- 
thesize many elements: what he would like to do; what he is able 
to do in terms of his capacities; what the reality situation will allow 
him to do; and how he will be rewarded by society if he embarks upon 
a particular career. He must assess the whole range of factors that are 
significant for his occupational choice determination and evaluate them 
in light of his own goals and values which he must now formulate 
and clarify. 

The fourth and last stage of the period of tentative choices, which 
is usually at the age of seventeen, can be described as one of “transi- 
tion.” Our school system determines that it is a transitional stage, for 
as the individual approaches the end of high school, usually at seven- 
teen, he must look forward either to work or to college. Their present 
type of life will not continue, and since they are aware of this, most 
adolescents approach the end of high school in restrained suspense 
about the future. 


This division of the period of tentative choices in terms of four 
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stages—the interest stage, the capacity stage, the value stage, and the 
transition stage—is a schematic description of a complex process. These 
stages typify the changing approaches of the young person as he 
matures. If the process depended solely on maturation, however, there 
would probably be a much greater variation among individuals, both 
in the emergence of these several factors and in the effectiveness with 
which they are handled. But the adolescent lives in an environment 
of external as well as internal pressures, and the environment also con- 
ditions the rate at which he acquires knowledge about himself and 
about reality. The school exercises the greatest pressure toward uni- 
formity in development. In many instances the school tends to retard 
individuals who might otherwise develop intellectually more rapidly; 
it also exercises a positive compulsion on all to take specific actions 
at stated times. As the adolescent nears the end of his high school 
career, he can insure that he will be able to continue his education 
only by taking the courses required for admission to college. And long 
before this, the school has confronted him with alternatives that will 
influence his future. 

The following analysis of the four stages presents only those ma- 
terials which bear upon the major variables. Our emphasis is twofold: 
to point up the way in which individuals plan and act with respect 
to their occupational choice, and to call attention to the bases for their 
tentative choice at each stage. 


THE INTEREST STAGE 


In the last chapter we noted that as the period of fantasy choices 
—a period characterized by the desire of children to enjoy certain 
adult perogatives—draws to an end at ten or eleven, the child begins 
to look to his parents to make his occupational decision for him. An- 
other approach at this age is to want to do the same kind of work 
as one’s father. Both of these represent the child’s first shift toward 
recognizing that he personally must deal with the question. Apparently, 
the eleven-year-olds no longer simply imagine themselves in various 
attractive adult roles; they now begin to formulate their choices in 
terms of current satisfactions, in terms of their “likes” and “interests.” 

Most eleven-year-olds indicate that their choices are related to 
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the work oftheir fathers, but their formulation also includes reference 
to their own likes and interests. Albert states, “I knew you were going 
to ask me what I was going to be when I grow up—a doctor. My father 
is a doctor. . . . I like it. I've been to hospitals and seen them and 
I've read a lot about them. I guess I like research best. It’s interesting 
to experiment and find out new things.” Basil points out that “three 
or four years ago I thought I wanted to be a biologist, like my father, 
but it didn’t seem interesting. When I'm grown up Tl] do some kind 
of work in different languages because I like different languages and 
traveling around.” Cecil, too, thinks in terms of his father’s work. “I 
don’t know what kind of work I'll do when I'm grown up. Maybe I'll 
be a school teacher like my Dad—but I may not want to teach.” Dexter 
is pretty sure that he is “going to be an actor.” “What is there that 
I like about it? Well, just everything. . - - I like comedy the best, but 
I also like all the other things. Just being on the stage gives me a big 
thrill.” (He had participated actively in plays produced at school.) 
The outstanding characteristic of the choices of this group is that 
they are definitely based on current likes and interests. The extent to 
which this is true can be seen in the explanations for abandoning earlier 
choices or for not selecting certain occupations. Edward makes the 
point in these terms: “I don’t like the idea of being a music teacher. 
I don’t like to play piano or anything. My father, he’s a music teacher, 
teaches organ, piano, voice. He likes it; he’s been playing since he 
was ten.” We noted above that Basil gave up the idea of becoming 
a biologist like his father because “it didn’t seem interesting.” He is 
interested in research and states that he would “like to find out the 
basic details,” but he “wouldn't like to be an interviewer and ask people 
and go around,” which is the work his mother does. 
vare that their interests may in fact 


The eleven-year-olds are av 
change as they grow up. Albert, who wants to be a doctor, thinks that 


he will not change his plans unless it developed that he “really didn’t 
like it.” Asked how he would discover that, he answered, “a little later; 
your interests come out a little later and you know better.” Felix, who 
has a very loosely formulated approach and who thinks that he may 
want to be like Frankie Carle, the popular pianist, goes on to say, “I 
don’t really know. It’s my first idea on that. I have no other ideas. But 


I might get interested in something else. I would have to take private 
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lessons and practice, so I would get to know about it.” Basil, who was 
eager to work with languages and to travel was careful to add, “Of 
course, I might change my mind about working with languages, but 
I don’t know when. I don’t want to teach. I do want to go to different 
countries.” 

The fact that these youngsters are aware that their interests may 
change and that, therefore, their choices may change, indicates that they 
have acquired some perspective on time, although it is still a vague 
one. When George was asked when he might have a clearer notion 
of what he wanted to do, he replied: “It’s so far away I don’t worry 
about it. Ten years. I guess I would know when I’m nearly through 
with school—I would be blank if I had to decide earlier. I guess I 
would know in high school or the beginning of college.” Dexter puts 
the matter thus: “No, I really haven’t thought what I might do if I 
didn’t become an actor. I have a long time to decide. When will I 
know? When I’m old enough to get into acting. When will that be? 
When I get through school—about twenty.” Cecil, who is uncertain 
whether he wants to become a teacher like his father says, “I guess 
TIl know what I want to do after I’m through with college, when I'm 
twenty-one or twenty-two.” 

The repeated references to college on the part of these eleven-yeat- 
olds should be noted. That they will go to college is accepted by them 
as a matter of course. Apparently, it is a part of their image of the adult, 
just as essential as the notion that all adults work. The fact that a col- 
lege education is accepted so completely at so early an age indicates 
that in some classes important decisions of significant bearing on the 
occupational future of the individual are made by his family and require 
no specific action on his part. 

One other characteristic of the eleven-year-olds is worth noting. 
They have no real alternative choices. If pressed, they are rather vague 
in their answer. However, they seldom announce a pure fantasy choice, 
which is a further indication that their approach has a higher degree 
of realism than in the latency period. Felix puts it in these terms: “I 
like social studies now, but I might like something else later on. I will 
choose what I like best. My mind is not made up in the sixth grade. 
Later you'll think more seriously what you are going to do in the future.” 
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Albert states, “I haven’t gone very deep into what I might be except a 
doctor.” 

The interest stage can be summarized in these terms: Although 
many children still approach the question in terms of their father’s 
occupation or by expecting their parents to suggest a solution, they do 
recognize that they themselves will have to make the decision and 
they assume that it will be based on their interests. They are dimly 
aware that their interests, the basis for their choice, may change. How- 
ever, they are quite unconcerned, since they know that they will not 
have to make important decisions until many years later. 


THE CAPACITY STAGE 


The capacity stage, which covers approximately the ages of thir- 
teen and fourteen (the eighth and ninth grades), is closely related 
to the interest stage. There occurs an intensification of trends already 
present in the preceding stage, except that the direct reference to the 
father’s work has disappeared. This had already taken place for certain 
eleven-year-olds, but it is true of every thirteen-year-old. 

Interests continue to play a very important role, but in some cases 
there has been a broadening of the alternatives as a result of the mul- 
tiple interests which now challenge the young adolescent. An out- 
standing example of this is Harold, who states that he wants to get 
an “exciting” job when he grows up, possibly in advertising, publicity, 
or newspaper work. But, he goes on to add, “I’m also interested in 
politics now. I might be interested in farming. I’ve also considered be- 
inga country doctor. My sister is interested in Oriental problems; they 
also interest me.” This wide range, however, is not typical. When Ivan 
was asked what he would want to do if he should decide that he did 
not want to be a teacher, he replied that he had no idea. James stated 
that being an engineer has been the “only real kind of job I thought 
of.” And when Kenneth was asked whether he thought he would con- 
tinue to want to be a doctor, he said, “I can’t tell. I might want to be a 
lawyer, but I don’t know anything about that, or about other things.” 

Although interests continue as a selective force, the thirteen- and 
fourteen-year-olds differ from the preceding age group in one major 
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respect. They no longer see themselves as self-contained; they recog- 
nize the need for testing their capacities. Although they still are con- 
cerned mainly with subjective factors, they have begun to link them to 
the objective world. Among the eleven-year-olds, only Dexter had in- 
troduced “being good at it” in explaining his choice. Among the 
thirteen- and fourteen-year-olds this is more common. Harold, who 
indicated an interest in politics and in Oriental problems, stated at one 
point that “history is really politics,” and then added, “I'm above average 
in the social sciences, although my teachers say that I can really do 
better.” Harold, in fact, is very conscious about his marks because, 
among other reasons, his parents “are not satisfied by any means with 
my marks.” He says, “I don’t care to do any better in the sciences; I 
can’t do any better in math; French is hard but I could do it; and I sup- 
pose I could do better in English.” In discussing his father’s writing 
Harold states, “I don’t like to write. Of course, if I had a dictaphone, 
it would be easier, but no five or six drafts for me. I talk better than 
I write.” And he did talk well. 

James approaches his choice in terms of his likes and what he 
does well in at school. “I like math and I thought I wouldn’t mind being 
an engineer.” Further corroboration of the importance that these 
youngsters ascribe to reality considerations, including the question of 
their capacities, is reflected in the reasons they present for discarding 
previous choices. Harold states that “two years ago I thought maybe 
Td go into the State Department and become a lawyer, but I don’t 
think I'll be a lawyer because it’s too hard to read law. I’ve tried the 
Constitution.” Kenneth is quite certain that he will not want to follow 
his father and be a writer, because “I don’t think I have the patience; 
you get very discouraged,” although he believes that his father enjoys 
his work. James recalled that at the age of ten he had seriously con- 
sidered baseball as a career, but in retrospect he realizes that he did 
not understand all that was at stake. “You don’t just go in—there are 
minor leagues and waiting around . . . and the kind of people who 
play baseball aren't always so good, and you're through at forty.” 

Closely associated with the new awareness of reality factors among 
this age group is the sharpening of their time perspective. These young- 
sters become considerably more definite and specific when asked about 
when they will begin to crystallize their choice. Harold states, “I will 
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probably know more about this when I’m ready to go to college. I 
will know which job interests me more. At that time I will pick one 
and put all of the others out of my mind.” He now sees that a final 
choice may force him to a compromise, at least to the extent of re- 
linquishing alternatives. James is quite sure that he will know more 
about engineering “when I get through high school.” Even Kenneth, 
who is the most immature, feels that he will be in a better position 
to select an occupation when he has a chance’ to learn about other 
fields, which should be “about the beginning of college or about two 
years after I get into college.” 

The future has lost some of its amorphous quality. These adoles- 
cents begin to see a sequence to the course of events, and they recog- 
nize that the educational process will have an important part to play 
in their preparation for work. An interesting development is their in- 
creasingly definite concept of themselves in the future. They test this 
concept and their choices by thinking about adults who can simplify 
for them what would otherwise be a hopelessly complex process, 
for these adolescents cannot assess the multiple factors solely by weigh- 
ing the pros and the cons. Adults whom they know well, however, 
can help to reduce the wide range of unknowns into a concrete picture 
to which they can respond positively or negatively. Harold explains 
that he wants to get an interesting job in advertising or publicity, and 
he adds, “I know some people who have a small publicity bureau— 
they always seem to be enjoying themselves.” Realizing that he has 
many interests and that it would be desirable to settle upon a choice 
by the time he is ready to go to college, Harold states that he hopes 
to find out what his true interests are “by meeting people; and my 
father has many friends.” The fact that these young persons talk to 
other people about their occupations may indicate a shift from the earlier 
identification with the father. It appears to be easier for these thirteen- 
and fourteen-year-olds to use for models people who are less close 
to them. 

The thirteen-year-old seeks an occupation that will fit his interests. 
He is trying to discern his true interests and his capacities, but, like 
the eleven-year-old, he has little doubt that he will succeed in his search 
for a satisfactory choice. He has no self-consciousness about giving up 
earlier choices, with or without rationalization. But a thirteen-year-old 
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is still a child. This is illustrated by Harold’s comment, “I think my 
parents would like me to be a geo-politician, a teacher or something, 
My mother wants me to be something—the name has just slipped me— 
which means that you write very deep books, only for reference. I’m 
sorry I forgot the name.” 


THE VALUE STAGE 


The next stage in the developmental process is the value stage 
and includes the fifteen- and sixteen-year-olds. It stands in relatively 
sharp contrast to the two earlier stages because of the host of elements 
with which the individual now deals in trying to determine his oc- 
cupational choice. During the interest stage the approach was simple 
and direct—youngsters thought in terms of their likes and interests; 
and although this base was broadened during the capacity stage to 
include a modicum of realism, it was still limited. At fifteen or sixteen, 
young people become aware for the first time of the range of factors, 
particularly in connection with their goals and values, which they have 
to take into account. This recognition forces a reconsideration of their 
choices. 

At the same time, they begin to see that they do not know how 
to weigh the individual factors; hence, as yet, they have no basis for 
making a definite choice. This is borne out quite clearly by our inter- 
views. One adolescent in this age group does not have a choice; the 
others consider the choices they have made as tentative. And even 
Lawrence, who has made no choice, says, “Now and then I want a 
job where TIl be able to stay in one place and have lots of friends,” 
and, we may add, not suffer from the disadvantages to which he had 
been exposed up to this point in his life by having been in and out 
of twenty-seven different schools! 

Martin is “pretty sure” that he wants to be a swimming coach, 
sufficiently so that he thinks it rather foolish to have to take plane 
geometry since, he says, “I can’t see how I'll use plane geometry in 
that.” He believes that the work in the school which he is attending 
is “too specialized. There should be much more work in things like 
auto mechanics, mechanical drawing, and radio mechanics.” Despite 
the fact that Martin does not see the connection between his courses 
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and his choice, he goes on to say, “I don’t know that I’m absolutely 
certain about wanting to become a swimming coach. I think I might 
like to do stage lighting or acting or radio announcing. . . . I haven't 
definitely made up my mind.” Oliver formulates his problem in these 
terms: “I’m interested in quite a few things, but my primary interest 
is in medicine. I am starting to get interested in engineering. . . . 
There is nothing definite in the plans at my age. I have ideas but I’m 
not sure about it.” Philip states that “I’m not decided about the type 
of work I want to do. I seem to be more interested in scientific fields, 
chemistry, archeology, etc.” Even Ralph, who states, “I suppose I am 
different from the rest of the students in being so set in what I want 
to do,” because he is almost certain that he is going to be a farmer, 
adds, “In college I plan to minor in chemistry on the chance that I 
may change my mind and chemistry will be good for photography” 
(his second choice). 

The extent to which the boys in this age group consider their 
present choice tentative is reflected in the reasons they give for a possi- 
ble shift at a later time. Stephen, currently undecided between medi- 
cine and school administration, thought that he might eventually de- 
cide on a career entirely different from either of those: “I might change 
my present choice for something I would like better if I were convinced 
that it would lead to better work.” Philip, who feels that he has a pro- 
clivity for scientific work, nevertheless recognizes that he has “a quite 
limited outlook on things, experiences, and different fields. College 
will open up possibilities and give me training for special fields.” Martin, 
the boy who is seriously thinking about becoming a swimming coach, 
was not certain under what conditions he would change his mind, but 
added that “I might if the idea just hits me. If I seem to be better in 
some other field.” Much the same point of view is expressed by Oliver, 
who stated that “early in college I will choose the field in which I have 
the most talent and in which I'll do the most good, and which is most 
Promising for my being able to do a good job.” 

Although each of these adolescents is aware that a relation should 
exist between his interests and a choice of occupation, the major em- 
Phasis on interests, typical in the earlier stages, is no longer present. 
The fifteen- and sixteen-year-olds have become aware that they must 
fit themselves into a complicated world. Their concern has shifted to 
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clarifying their goals and values and using them as an ultimate princi- 
ple in ordering the multiple factors that they must consider. But even 
this emphasis does not remove all the difficulties, for they also realize 
that they must test what they believe to be their desires and prefer- 
ences. 

The importance of capacity was first recognized by the thirteen- 
year-olds, and during this later stage leads to doubts about the feasi- 
bility of a choice. Martin, who is a good swimmer, realizes that “you 
can’t just coach swimming at most places. You have to do other sports, 
and I’m not extremely adept at other sports.” Stephen, who is seriously 
considering a career in medicine, points out that he has “always had 
above average grades in science. . . . And in school I got a simple 
aptitude test and I was high in medicine.” Back of Lawrence’s de- 
cision not to be a Naval officer is his awareness that he does not have 
sufficient skill in mathematics. Philip explained the fact that he was 
no longer interested in flying by stating that “if you are mentally 
equipped, you should make use of it. Otherwise it is just wasted ma- 
terial,” and, in his opinion, flying makes few demands on one’s in- 
telligence. Oliver told us that he would make his final decision in 
college and it would depend on the field in which he thought he had 
“the most talent.” 

It is worth noting that usually the adolescents assess their capaci- 
ties by reference to the grades they receive in school, occasionally 
taking into account the scores which they received on aptitude or 
intelligence tests. The limitations of this kind of evaluation are mani- 
fold, and many adolescents make faulty assessments of their true 
capacities because of the importance placed on grades by themselves 
and by others. Considerations of capacity play a larger role in this 
stage than before, but the outstanding characteristic of the stage is 
the emphasis on goals and values. It is this concern with values which, 
in addition to increasing the range of factors that are considered, leads 
to a revaluation of all of them and, in fact, of the whole life al 
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the classroom [he hates indoor work], but as I figured -it out you can’t 
get any kind of a good job without college, and even in farming educa- 
tion would help.” Oliver is aware that “many have made good without 
it” (college), but adds, “You get more out of life if you go to college 
because you get acquainted with different fields and you get training 
for postgraduate work in the medical field.” 

The broadening influence of the role of goals and values on oc- 
cupational choice determination can be seen in the consideration of 
the satisfactions and returns derived from work which first becomes ver- 
balized at fifteen or sixteen. For the first time the returns from work, 
particularly monetary returns, are considered. Martin says, “I know, 
though, that it [a career as swimming coach] is not a money-making 
proposition. I’d like to make enough to live comfortably. I talked to 
Mr. Wilson and he said that football coaches make more, but one 
bad season and you are looking for a job. And Td like a steady job.” 
Stephen believes that “a doctor is in a high income bracket.” And he 
believes that “to go into school administration would mean less money 
than medicine.” But he added, “I wouldn't go foolishly into something 
I don’t like for money’s sake.” Philip, who has a scientific bent and 
who thinks that he might become interested in anthropological studies, 
realizes that “you don't usually make much money in that.” 

Although these adolescents have started to think about income, 
they have limited knowledge of economic matters. Oliver says, “I want 
a reasonable amount; I can't tell how much, I don’t know the price 
of food—approximately ten to thirty thousand a year,” and he hesi- 
tatingly adds, “How does that sound to you?” The other important 
returns from work, such as status, security, and independence, do not 
appear in their statements, although Martin, for instance, does talk 
about his interest in a steady job, and Ralph, who wants to become 
a farmer, adds that, in addition to giving him an opportunity to work 
out-of-doors, farming will give him an opportunity to be “more inde- 
pendent.” 

Certain indirect values derived from work now appear for the 
first. time. Stephen talks of being interested in medicine because “it 
gives you the satisfaction of doing something for others,” and Oliver, 
who is also thinking about medicine, states that «I would like to al- 
leviate pain. I don’t like to see someone in pain.” Martin mentions as 
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one of his reasons for wanting to be a swimming coach that he likes 
to teach others. 

Perhaps the most interesting development is the appearance of 
concern with the values directly inherent in work as an activity—the 
values from work per se. These intrinsic values seem to meet an emo- 
tional need closely related to interests, if not identical with them. In fact, 
the frequent references to the “interesting” nature of certain jobs may 
reflect a halting attempt to explain how work can help to meet the 
basic needs of the individual and afford him direct satisfactions. Ralph 
talks with strong feeling about farming because it offers him a chance 
to do “something that is constructive.” He adds, “I’m particularly inter- 
ested in dairy farming. I like cows. I would also like to raise big crops.” 
He goes on to say that about three years ago he spent a day in his 
father’s office and then decided against engineering “because there was 
too much paper and pencil work. I like mechanical things. I like to 
use my hands.” Oliver is hopeful that he will do well in college so that 
he will be able to “have a good life” and to enjoy his work, He is 
frightened that if he fails in school he “will end up with a white collar 
job just working in an office endlessly year after year,” and he would 
then be unable to work intellectually: “I like to use my brain.” 

As we have seen, the young person now attempts to handle a wide 
range of considerations, both about himself and the social reality into 
which he must fit himself. This is in contradistinction to the younger 
boy who says, “I want to do something because I am interested in it,” 
or “I am good at it.” Lawrence, who is having real difficulty in de- 
termining upon a choice, is also in conflict about his values. 

The reasons advanced at eve 


ty stage for discarding previously 
considered choices are usually in terms of the approach that is charac- 
teristic for that stage. Martin illustrates this when he says that he does 
not want to become a musician as his father would like him to do 
because “it doesn’t seem like too interesting a life.” Ralph pointed out 
that he does not want to be an engineer like most of the men in his 
family because there was too much “pencil and paper work.” A promi- 
nent reason for Lawrence’s not wanting to become a Naval officer 
was his recognition that he would have to travel and to be frequently 
away from his family. Philip explained that he discarded a desire to 
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become a pilot “because I can do more good for myself and other 
people by doing something else.” 

The value stage also shows characteristic changes in the time 
perspective. There is now an attempt to review actions and decisions 
which they recognize will have a material bearing on the future. Most 
of the group were already considering their college education in terms 
of specific institutions and were seeking information about them. They 
were also more definite about the time when they would act with 
respect to an occupational choice. Oliver feels, “I ought to be pretty 
definite before I start college or in the beginning. Then I will know.” 
Even Lawrence, who is having such a hard time with his choice prob- 
lem, states that “by the twelfth grade TIl know.” . 

These young people know that college will open up new perspec- 
tives and provide the experiences which they need to reach a decision. 
Oliver tells us that he expects to “get clearer on all of these things in 
college where I might meet people and friends and teachers, and also 
my parents may help me to decide, although about some fields they 
won't know enough.” Philip is looking to college to “open up possi- 
bilities and give me training for special fields.” 

In contrast to young people in the earlier stages, this group begins 
to consider their occupational choice within the broad framework of 
a life plan. They know that a final decision may mean the same kind 
of work year after year, decade after decade. Martin hesitated to under- 
take a career in music because he questioned whether it would provide 
him with an “interesting life”; Ralph did not want to sit in an office 
all day every day; Oliver objected to becoming a white collar worker 
and working constantly in an office. 

Further evidence of this broadened approach is the way in which 
adolescents consider the effect of the timing of marriage on occupa- 
tional choice. Stephen says that he wants to be out of college before 
he gets married, “because as long as you are in college you really are 
not on your own; you don’t know how to support your wife; it is better 
to wait.” Ralph, on the other hand, states, “I want to get married young. 
I don’t want to be alone. Companionship is probably one of the things 
I would want.” Oliver is less certain. “I think of marrying reasonably 
young, but I’m not sure.” Philip is sure that it would be better to be 
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through college before marrying, but he realizes that “it would depend 
on whether you were equipped to support yourself and your wife.” He 
thinks it would depend on the length of the preparation necessary for 
a career; if it were ten to fifteen years, “I would not want to wait; 
if I were twenty-five, I would want to wait at most three years.” 

The analysis of the value stage points to several important con- 
clusions. For the first time all the elements important to the decision- 
making of the individual have been brought into focus, even though 
he may still be unable to deal effectively with many of them. More- 
over, the time gap between the present and the future, which seems 
so wide to the eleven-year-olds, has narrowed considerably. Ralph put 
it in these terms: “The older you get the faster time goes. The world 


doesn’t seem so big. When you are small you look up, when you are 
bigger you look down.” Increasingly the fifteen- and s 


recognize that the decision cannot remain open forever: By the time 
they enter college, or shortly thereafter, they must select a field of 
work. The time for entering college is not yet facing them, but it is 
drawing near. Until then, the choice must remain tentative; it must 
wait until certain elements on which it is based can be tested. 


ixteen-year-olds 


THE TRANSITION STAGE 


The final stage of the period of tentative choices is the transition 
stage. Here, as the name suggests, the individual is beginning to shift 
the focus of his approach from the predominantly subjective factors 
—those of his interests, capacities, and values—to the reality condi- 


tions which will play such a large part in determining the final choice 
he is about to make. 
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many uncertainties, the young adolescent needs experience that will 
provide him with a base for testing the strength of his interests, capaci- 
ties, and values. But it is impossible for him to have acquired this 
experience by his fifteenth or sixteenth year. Usually he was living at 
home and was, therefore, largely dependent upon his parents, just as 
he had been during the earlier years of his life. In school he was also 
in a dependent position for, if his aim was to prepare for college, he 
had to follow a more or less prescribed curriculum. Only in his extra- 
curricular activities, in his sports and social relations, was he able to 
exercise some freedom. During this period the environment restricted 
him quite severely, almost as severely as it restricted the thirteen- and 
fourteen-year-olds, but by sixteen the adolescent was reaching a point 
in his intellectual and emotional development where for the first time 
he was more adult than child. 

By the time he enters the last year at high school, usually in his 
seventeenth year, environmental restraints become increasingly onerous. 
They cannot be shaken off immediately, but in most cases college will 
bring emancipation. This is the substance of the transition stage: In 
considering an occupation, in fact in considering the future as a whole; 
these adolescents are looking forward to the opportunities that college 
can offer. 

The value stage brought, as we have seen, a host of new factors 
to bear upon the question of an occupation. However, this broadening 
of horizon, although a contribution to eventual maturity, is not im- 
mediately helpful. Obviously the narrow considerations of interests and 
capacities that determined his earlier approach were inadequate. But 
the boy remains confused, even after he recognizes the importance 
of values. One reason is that he does not know how to order them 
into a hierarchy. An adolescent may suddenly become aware of his 
desire to pursue a type of work in which he could be helpful to others. 


But this awareness does not provide him with a method for assessing 


the advantages and disadvantages of the different careers of teaching, 
t, though work in any one of these 


medicine, social work, or governmen 
ose. Another adolescent may de- 


fields might satisfy his altruistic purp 
cide that he wants to maintain a standard of living equivalent to that 
15,000 range; at the same time, 


of his parents, whose income is in the $ 
he may feel that he will want to spend much more time with his wife 
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and children than does his father. The young person cannot estimate 
the relative significance of his income objectives and his time distribu- 
tion, although he may be aware that earning a substantial income is 
usually accompanied by a reduction in the amount of time one can 
spend with one’s family. Although they are increasingly aware of their 
goals and values, these older adolescents are in the transition stage 
because they must wait to test them. They know that they need ex- 

. perience before they will be in a position to make an intelligent de- 
cision. They hope to gain this experience in college. 

Theodore tells us: “College can help to change you; it can make 
you more serious. . . . It can help you to understand and develop— 
to understand things and people. . . . It can help you to mature. It 
‘can help you to know what to do at certain times—for instance, in 
your profession and in your family life.” Victor likes the idea of going 
to Antioch College, “because I would like to try out things.” He is 
considering architecture, although he is quick to add that he does not 
know much about it: “I will try it out by taking pre-architectural work.” 
Toward the end of the interview he epitomizes the difficulties of the 
seventeen-year-olds in these words, “After all, it’s hard to choose un- 
less you know.” Walter is the only high school senior who has not made 
a specific choice. But he is quite unconcerned: “I am without a special 
field, and maybe even after college I wont have one. That’s why I 
want a liberal arts college. It gives you a broader view.” Walter is 
relaxed because he knows that his father shifted as a mature adult from 
engineering to publishing; he concludes, “Most people don’t know 
what they are going to do, even at college. They major in one thing 
and do something entirely different.” Bernard is planning to go to 
Cornell where he knows that one selects a major subject in his junior 

year: “This will be one step. The specialization represents your inter- 
ests, but I want to try out different pursuits for finding an eventual 
choice.” 

These adolescents appreciate that the old subjective bases for a 
choice are no longer adequate, but there is a period before they can 
go to college and acquire the experience needed to establish better 
ones. The inevitability of this delay has an interesting implication. It 
relieves this age group of anxiety about their uncertainty and thus 
differentiates them from the young people in the value stage. Those 
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in the transition stage assume that the proper time for decision-making 
is in college—or even after college—and as long as they are still in 
high school there is little that they can do about it. This attitude is 
another indication of the shift from the subjectivity of the earlier stages 
of the period of tentative choices to the realism which will be the 
outstanding characteristic of the next period. The seventeen-year-olds 
are truly in a transition stage. 

Time assumes another meaning for them. They are afraid of pre- 
mature commitment. Victor is most outspoken about this. Uncertain 
as to the depth of his interest in architecture, he is planning to take 
pre-architectural work in college, but with this significant qualifica- 
tion: “That doesn’t condemn you.” In part, his uncertainty arises from 
the fact that the school subjects in which he receives the best grades 
change constantly. He says, “I have a horror of only training for one 
thing, and then you're prevented from going back if you don’t like 
it?” He was quite explicit about this: “I plan to go into pre-architecture, 
but not too deep. I hope to be able to tell from my courses. Maybe 
at the end of the second year I'll know more.” Much the same attitude, 
although not quite so charged with emotion is held by Walter, who 
states, “It would be silly to go to a specialized college on the advice 
of someone. It would be an unnatural growth or development.” Walter 
is aware that his interests had shifted in the past, and that the interests 
of older people shift and he, therefore, hopes to avoid premature com- 
mitment. Charles, who is considering the study of medicine and whose 
family is encouraging him to enter surgery as a specialty, says, “I 
expect the situation to jell when I am in the second year of medical 
school. At that time I will have had an opportunity to look it over 
and to know whether I want to go into surgery Or not.” Donald is 
uncertain whether he will decide on engineering ot chemistry, but he 
is not concerned about a final choice. “Of course, I won't have to make 
any final decision about this for at least two years in college, because 
the science work and the engineering work are close together.” 

The transition stage is a pivotal point in the individual’s develop- 
ment. The turbulence of early adolescence gradually gives way to the 
calmer period of late adolescence. This manifests itself in several ways. 


First, the preoccupation with college and the expectation of resolving 


the vocational problem there show that these adolescents no longer 
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think of themselves as waiting to mature. They see that they can take 
action with respect to their own future. They have assumed a greater 
degree of responsibility for their own development. Secondly, there 
is a general shift from subjectiveness toward realism. This shift, which 
we have already discussed in terms of the quest for new experience, 
is also manifested by the relative ease with which the seventeen-year- 
olds abandon previous choices based primarily on an early interest. 
Some look forward to cultivating them as hobbies; others, to pursuing 
them upon retirement. 

In shifting from a subjective to a realistic mode of thinking, this 
age group seeks help from key persons. Alfred, who plans to enter the 
Maritime Service, tells us that a friend of his family is in the Service 
and that he has other friends in the Maritime Academy. Donald is 
quite sure that his interest in science was initiated by a science teacher. 
Bernard has had conversations with an old friend of the family who 
is a psychologist because “he knows better what I am suited for.” These 
are persons outside the family. In many cases the question has also 
been discussed with the parents but on the initiative of the young 
people. The adolescents in the transition stage no longer expect their 
parents to tell them what to do, but they look to key persons for help 
in mediating between themselves and the reality, which is still largely 
unknown to them. Bernard highlights this by pointing to the fact that 
his friend, being a psychologist, can better evaluate him than he can 
himself. 

The seventeen-year-olds adopt a more instrumental attitude 
toward work. They are concerned with the conditions of work, the 
length of preparation, and above all, the financial rewards. They are 
also becoming increasingly interested in an eventual marital choice 
and its significance for the whole of their future life. At seventeen 
the adolescent for the first time considers the question of marriage 
realistically. His vocational planning is affected by it, particularly with 
regard to self-support at an early date. Victor is still rather vague: “I 
hadn't thought much about marriage. . . . As to the time of getting 
married, it would depend. Its a question of when you meet a girl, 
and the circumstances.” On the other hand, Charles, who has the 
longest period of education in front of him since he is considering 
surgery, is more specific: “Sure, I plan to get married, about between 
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my twenty-first and my twenty-fifth year—depends a little bit on the 
money situation and on the girl. I have talked about it with my parents > 
and they have agreed that if I needed some money they would help 
me out.” Alfred, who is heading for the Maritime Academy and is aware 
that it does not accept married men, says he expects to marry at twenty- 
three or twenty-four, when it “couldn't affect my future career.” Walter, 
without an occupational choice at the present time and contemplating 
finishing college before he makes one, states: “I would want to marry 
before thirty, but here again there is no time clock, Early marriage 
has interfered with other people. It depends on the kind of work and 
circumstances. . . . If the question of financial support does not 
enter . . .” Donald thinks he is going to get married between the age 
of twenty-three and twenty-four. Theodore is most specific: “I know 
that I don’t want to go into anything that takes up too much time 
to get prepared. Just look at doctors. I want to get married at twenty- 
six, and if you are a doctor, you can’t do that. A doctor doesn’t finish 
his studies until thirty and probably doesn’t start to have a family until 
thirty-three, That means that the father will be fifty when his son is 
in high school—that’s too old. I want to give a lot of time tomy children.” 
Bernard is sure that he does not want to marry while young, “because 
I won't want to be tied down before being able to play around—I 
Would want to have passed the peak of running around; if it is out 
your system, then you are ready for marriage, possibly twenty- 
ve,” 


During high school, life was quite ordered for these young people. 
e they could do about the future. As 


For a long time there was littl eee 
they enter their senior year, this waiting period is nearing its end. 
nceforth they must act to 


In fact, they have become “grown up.” He 

establish a place for themselves in the world. They understand this 
challenge, and in fact convey the impression that they are anxious to 
meet it. As they look forward to college they find that there are actions 
to take. First, they must actually choose a college. Secondly, they must 
engage on a period of exploration and experimentation in order to gain 
experience. And finally, they will have to make a definite choice of 
an occupation. Confronted with the realization that they must act, they 
Cannot act while still in high school and while still dependent on the 
family, But growth and maturation are reflected in a qualitative change 


94 THE PERIOD OF TENTATIVE CHOICES 


in their time perspective. The many tasks that lie ahead, vastly com- 
plicated by the need to resolve the sexual problem, can be brought 
into sharper focus and ordered intellectually only during this transition 
stage. It is during this stage that they must act to get into college and 
must begin to think about the challenges that await them there. 


Chapter 9 


THE PERIOD OF REALISTIC CHOICES 


W: HAVE noren that the last stage in the period of tentative choices 
—the transition stage—is characterized by a shift from subjective 
considerations to a greater awareness of external reality. In this stage 
there is a definite tendency for the adolescent to consider reality, but 
he must postpone most of this exploration until he is able to change 
his circumscribed mode of life at home and in high school; he antici- 
pates that this will follow upon entrance into college. 

The period of realistic choices can be divided into three distinct 
stages. The first can be characterized as “exploration.” This is the 
stage during which the new college student tries to acquire the ex- 
perience which he needs to resolve his occupational choice. He hopes 
to gain this experience by exploring various subjects of study; by en- 
gaging in discussions with informed persons—teachers and advisors; 
by attending conferences and otherwise obtaining information about 
various fields of knowledge and the vocations. 

The stage of exploration is followed by one of “crystallization,” 


which covers the time when the individual is able to assess the multi- 


tude of factors influencing the occupational choice which he has had 


under consideration, and is finally able to commit himself. 
In the last stage of this period the young adult is concerned with 


what we have termed “specification.” For example, in the crystallization 


stage he may have decided to become a physicist. But he was not sure 


which branch of physics to enter, or whether to seek a livelihood in 
the academic life, in private industry, OF in government. During the 
Stage of specification these alternatives are reviewed in respect to a 
field of specialization and to particular career objectives. But, although 
a decision may have been made by the end of his college education, 
he does not necessarily adhere to it throughout his adult life. Under 
the impact of new emotional or reality influences, those who have not 
made a firm choice, and even some who have, may shift. Neverthe- 
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less, once having crystallized his choice, the individual hesitates to 
reopen the question unless the situation warrants jeopardizing a part, 
if not the whole, of his investment in preparation. 

There is an important difference between the period of tentative 
choices and the period of realistic choices. For the former, the several 
stages could be correlated fairly closely with chronological age, for 
the behavior of the individual with respect to his occupational choice 
was closely connected with his increasing intellectual and emotional 
maturity, which in turn depended in large part upon his age. How- 
ever, by the end of this period the individual has completed his matura- 
tion and is on the threshold of adulthood. Consequently, the rate at 
which he passes through the stages of exploration, crystallization, and 
Specification is no longer dependent to the same degree on biological 
growth. The basic preconditions for the completion of the choice de- 
termination are usually present by the time he enters college. There- 
after, the amount of time which he requires to pass through the three 
stages of the period of realistic choices depends more on specific ele- 
ments of his personality and on external reality than on age. Although 
the three stages have an inherent Sequence in that one can crystallize 
a choice only after exploration, and one can Specify a choice only after 
having crystallized it, the length of time required to pass from one 
stage to the next can vary greatly. 

The variations between age and educational achievement on the 
one hand and maturity with respect to occupational decision-making 
on the other, which in the earlier period seldom exceeded one year, 
and never two years, tend to be greater in the period of realistic choices: 
In view of the increasing importance of personal experience as com- 
pared to mere maturation it seemed inappropriate for us to seek to keep 
the age factor constant for each group. Instead, we selected students 
on the basis of educational achievement and interviewed groups of 
freshmen, seniors, and graduate students regardless of age. This made 
little difference in the freshman group since the Tange in age was less 
than two years. In the case of seniors and graduate students the range 
was much greater. All of the seniors had had war service, but the 
length of time in the Armed Forces varied substantially and this was 
reflected, of course, in the age distribution when they returned to school. 
In the graduate group there was a further complicating factor, In addi- 
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tion to war service, several had held jobs, usually for a short time, in 
the civilian economy and returned to school after this experience. 
We were aware of the possible distortions arising from the fact 
that most of the individuals in the two older groups were veterans, 
but we knew from special studies which we had undertaken (15) 
that the mere passage of several years in the Armed Forces did not 
materially change the quality of the problem for the individual. Many 
veterans were as uncertain about their occupational choice after three 
or four years of military service as they had been at the time of induc- 
tion, Many found that they had been practically suspended in time 
and place during their period of military service. They were free from 
the type of pressures frequently exerted in civilian life and their mili- 
tary assignments had little relevance for their occupational future. An 
analogy can be made between a period of military service and certain 
types of part-time work in which students frequently engage. Serving 
as a waiter or as a counselor at a camp can contribute little to clarifying 
the Occupational problem of a student who is undecided about what 
field of science to select. The man who served for two or three years 
in the Armed Forces as a military specialist, say a tank driver, found 
his experience of little value in helping him to resolve his choice. Of 
Course, among those whom we interviewed some had found the period 
of service stimulating and helpful in clarifying their occupational ob- 


jectives, 


THE EXPLORATION STAGE 


Most freshmen have acquired some clarification of occupational 
Choice, particularly with respect to the relationship between themselves 
y enter college they are no longer speculating 


and reality. By the time the: : 
about an indefinite range of vocations. Their focus has narrowed. How- 
ever, they hesitate to shape their college program in terms of a firm 


Occupational objective. < F 

The college freshman conveys the impression that he has a need 
to review, perhaps more critically than heretofore, his experiences of 
the period of tentative choices and iis reactions to them. This is one 
Part of his task—to get a deeper insight into his major needs and de- 
sires, But to do so, he must test himself through new experiences. Most 
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freshmen appreciate the fact that they are under a series of conflicting 
pressures. On the one hand, they must come to a decision about their 
choice in the near future. But they also recognize that to commit them- 
selves prematurely would be a mistake. They want to discover as much 
as possible about themselves and about the outside world so that their 


ation. The perspicacious 
ge students, who are 0? 


ey are going to make a living. The 
curriculum cannot be focused solely on the student’s self-development. 

Most of the college freshmen we interviewed were in search of 
new exposures and experiences to broaden and deepen their under- 
standing of reality. Further, they were interested in testing themselves. 
They realized that it was no longer sensible to view their occupational 
choice uncritically in terms of general interests, capacities, and values: 
These factors must now be carefully assessed, Some of the group 
consider these elements actively; others are more passive; but no one 
is really oblivious to them. Francis is typical. He tells ia that he has 
not decided what course to pursue because his ideas keep changing. 


“I thought of writing, psychology, one of the sciences: I still haven't 
settled down.” He expects to do a | 3 


: i otot reading and acquire informa- 
tion about various fields from his courses, and then to decide upon 
a field of concentration “by the e 


nd of my sophomore year at the 
latest.” Gerald, who had been interested in the social = in high 
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school, stated, “Now, I’m undecided between social studies and Eng- 
lish. I have found greater success in English, and it is a bigger field; 
in social studies you can only teach.” He expects to reach a decision 
by his junior year, and will base it on “which I enjoy most, which 
appeals to me more, and the subject I have most ability in.” 

Henry is a little closer to a decision, although he says, “I’m still 
looking, but it will be in science. . - - I think I’ve taken a program 
that will allow me a certain amount of flexibility.” He plans to settle 
on a choice during the summer: “PJI talk with my father, my advisors, 
and people.” Jeffrey picked Columbia because “I hadn’t decided on 
a vocation; I wanted a good liberal arts college where you would have 
a chance to decide for yourself. The other colleges make you decide 
what you want to major in immediately, while Columbia gives you 
a couple of years.” 


Now that the decision cannot be much longer postponed, the indi- 


vidual adopts a more cautious attitude, for he realizes the seriousness 
‘act that college freshmen are much 


of a permanent commitment. The f 

more aware of the many relevant factors than are juniors or even 
seniors in high school increases their difficulty in crystallizing their 
choice. For instance, Henry tells us that “Einstein’s theory fascinates 
me. Math I hate; I’m not good at it. But I like its applications.” His 
choice is made difficult because, in spite of his interest in physics, he 
s not like theoretical mathematics, although he “likes its applica- 

Ons.” 

Francis definitely wants to find a career which involves working 
with people: “I feel that whatever activity I enter I want to be of 
service. If I were to be a doctor, I would want to be a good doctor 
so that I could help people. If I were to be a teacher, I would want 
to be a good teacher so that I could help people.” But since he recog- 
nizes that there is practically no occupation in which he could not 
be of service, this particular value fails to aid him in resolving his choice. 
Gerald, who is undecided between English and social studies, finds 
that part of his difficulty is in assessing his grades in these two fields. 
Although he used to do superior work in the social sciences in high 
school, he received only a grade of “B” in his college course, while 
in English he secured an “A?” In high school he had never thought of 
himself as outstanding in English, but was considered an honor student 
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in the social sciences. Here is another example of the overevaluation 
of a particular grade. 

The freshman group have at least this advantage—an increasing 
recognition of the fields which do not interest them and which they 
definitely plan to eschew. Jeffrey is sure that he would never want 
to be a doctor: “There is too much responsibility there, for instance, 
if you are a surgeon. I don’t think I'd do tco well in law—I don’t have 
too much initiative, and I wouldn't like trial work. I don’t have much 
feeling about teaching one way or the other. . . . I suppose I'll major 
in business since I’ve eliminated science, and I have no inclination for 
law or teaching. So there’s only business left.” Leonard, on the other 
hand, is sure that “I wouldn't particularly care to be in business. . . . 
I don’t think I would like the office work too much in a big corpora- 
tion. I’ve thought of government work . . . I feel Pd be doing more 
for society.” Gerald, undecided between social studies and English, 
is quite sure that he does not want to have anything to do with the 
sciences, “They are extremely hard for me, and I wouldn't like to deal 
with medicine; I don’t want to deal with things with blood, things 
like tumors and cancer.” Robert is certain that among the types of 
work that he would never want to do are “engineering, medicine, any- 
thing mathematical; and I would never be a professional soldier, or 
bus driver, or bartender. It’s a strange array. Professional soldiering 
is such a limited life and boils down to nothingness. They are getting 
no place. They never arrive anywhere particularly in their lives. . - - 
Bartending just popped into my head as a joke. It might be a bit more 
attractive than other things; in fact, I might very well like to be a 
bartender—talk to all kinds of people.” Robert, who comes from a 
family with an income in the higher brackets, recognizes that a person 
with his background might seriously consider engineering or a military 
career but not bartending. 

There are many factors that contribute to uncertainty about oc- 
cupational choice. Henry thinks that it is typical for a freshman to 
be uncertain although he is quick to add that “some have a lack of 
choice through disinterest; they don’t want to do anything—just go 
along.” He feels that, in contrast, his difficulty is connected with the 
fact that he is still “interested in a lot of things”; moreover, he recog- 
nizes that interest is not the only relevant consideration and he specu- 
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lates about what he would do if he received a good offer in a field in 
which he had little or no interest. Oscar is caught in the predicament 
of having two widely different yet strong interests—music and medicine. 
He points out that his interest in music “was created early in life. It 
always held an attraction for me.” His interest in medicine started 
later, but is quite real. However, he says, “One thing bothers me. 
Whereas chemistry should be the main thing, the main drive that would 
make me want to go into medicine, I cannot exactly connect the two 
together.” The rather tenuous and indirect relations between impor- 
tant subjects in the curriculum and major fields of adult endeavor make 
it difficult for Oscar, as for many others, to clarify his choice. 

Sometimes the indecision is grounded in reality considerations 
rather than in the subjective problem of interest and its translation 
into a suitable vocation. Henry realizes that if he concentrates on the 
Sciences, one possible career would be teaching. But he is aware that 
fluent speech is a prerequisite for teaching and feels that he does not 
have this competence and wonders whether he will ever acquire it. 
Robert has a similar problem. He is determined to concentrate on his- 
tory, He, too, realizes that teaching is a possible career, but knows that 
he would not like to teach below the college level: “High school teach- 
ing isn’t broad enough. You teach the same thing over and over to 
group after group of kids.” However, for college teaching “you have 
to be Phi Beta Kappa or near it to get a responsible position. Can’t 
say that I may teach—just don’t know. When I get on further, I will 
see what kind of grades I get.” In view of his aversion to high school 
teaching, Robert concludes, “I suppose that proves I havent a real 
interest in teaching.” 

The deliberateness and concern with which the college freshman 
Stroup are exploring the various aspects of their choice arises out of 
Several facts. Many are still undecided between strong interests; others 
have real doubts whether they possess the capacities to succeed in the 
field of their special interest; and almost all are conscious of their 
limited knowledge of the world—the actual work entailed in an oc- 
Cupation; the hurdles in preparing for it; and the probable rewards 
from it. The exploratory process would probably be less confusing were 
it not that these freshmen desire to find a field that will yield sub- 


Stantial work satisfaction. 
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The extent to which they look forward to finding a gratifying voca- 
tion is illustrated by the following comments. Leonard hopes to find. 
an interesting job: “I think that is the most important; it would give 
me the most satisfaction.” Miles, who is looking forward to a career 
as a script writer in Hollywood, and who “can’t stand much regulation 
—day after day the same,” is desirous of getting satisfaction out of 
his work: “I would like to know I am doing something creative or 
progressive—not just a cog in a very insignificant wheel. I’m not too 
satisfied with settling along normal trends of life and being swallowed.” 
Eric, who plans to be an organist, holds that “music isn’t really work. 
I can relax in it. Work would be doing the same thing every day in 
the same way. Music is never the same.” He draws an interesting dis- 
tinction between the work which he does and the environment in which 
he does it: “If I would have to play at a movie house, it would be 
work.” Henry thinks “there is a great deal of satisfaction in the sciences 
—just stuff in your mind”; but he goes on to add that it is also pleasura- 
ble “to see your ideas in operation. Every man likes to control his 
endeavors and go along as he wishes.” Gerald approaches the question 
of work satisfaction from the viewpoint of being able to solve problems: 
“I enjoy it first of all if it doesn’t present such a problem that it weighs 
me down. I enjoy it if it presents a problem and is interesting. And I 
enjoy it if I am successful, if I feel I am beating it.” Francis feels sure 
that it is very important to get work that will interest him because he 
will be doing it for the rest of his life. He is sure that he would “hate 
to do anything repetitious, not creative, or that did not have a thought- 
ful element to it.” Robert wants to get personal satisfaction out of his 
work and feels that financial return is a matter of lesser moment. “Satis- 
ee I am accomplishing something, doing a job. Feeling that 

eating something—creativity might mean that I had improved 
something or completely revised some theory.” 

The run of the evidence is clear. These freshmen look forward tO 
accomplishment; in fact, they hope to find a field which will present 
them with challenging problems. They are eager for variety and hope 
to avoid routine tasks. Several emphasize that they hope to be able 
to determine the actual focus and method of their work—they are 
looking for an opportunity for independence in their work. 
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In addition to Robert (whose interview we presented earlier in 
its entirety), one other freshman had passed beyond the stage of ex- 
ploration, even beyond crystallization. Eric had already specified his 
choice. He had been playing the piano since the age of five. At eleven 
he had recognized that he was very fond of music. At fourteen he 
began to play the organ in church. “I’m pretty determined about major- 
ing in music, at least I’ve never thought about majoring in anything 
else. . . . I suppose I’m as good a pianist as an organist, but I will 
definitely become an organist. There are more jobs for an organist 
than for a pianist.” The only possibility of being deflected, he said, 
would arise if his hands became crippled. There are two reasons that 
Eric was able to reach the stage of specification at a relatively early 
age. He realized as early as eleven that he had real interest and some 
real talent for music. He had his first job at eleven and has had regular 
paid employment since fifteen. Thus he has had plenty of opportunity 
to explore the extent of his interest and to react to specific work situa- 
tions. 

We can now summarize the major characteristics of the decision- 
making of the freshman group. Despite the marked shift toward realism 
which distinguishes the entire period of decision-making in college 
and graduate school, these freshmen are still subjectively oriented, 
although their subjectivity has a different quality from that of the high 
school group. Several facts help to explain this: some of the freshmen 
must decide between two or more strong interests; almost all of them 


are looking for a type of work which will yield direct satisfactions; they 


still do not know how to absorb and deal with the relevant external 
forces, Moreover, this is probably their Jast chance to determine their 
real desires, And to do this, they must remain introspective. The further 
consideration that at most they can receive rather limited help from 
others intensifies the introspective approach. 

It is worth noting that the subject of occupational choice is seldom 
discussed even among close friends and almost never in a group. Yet 
freshmen are notorious for their “bull-sessions.” Apparently the subject 
is avoided because it is highly personal; relatively little help is to be 
ained from a generalized discussion. And, unlike discussions of sex 


or politics, there is small immediate gratification in conversations with 
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others who also know very little about the subject. It is possible that 
discussion of a subject about which one is somewhat anxious will prove 
disturbing, not pleasant. 

Although these freshmen have difficulty in acquiring a clear per- 
ception of reality factors, their efforts in this direction are many and 
varied. We have noted their attempt to evaluate their capacities through 
reviewing their grades in school. Henry was worried whether he was 
sufficiently fluent to be a teacher; Robert realized that in order to obtain 
a teaching post at college level he would have to have very good marks. 
Most freshmen still have fanciful notions about the economic facts of 
life: Peter believes that “a really successful commercial artist makes 
about $100 to $150 a week and if he’s very successful, upwards of $200 
a week. A physician makes between $50 and $80 a week. I imagine 
that would be about the average.” Gerald reaches the conclusion that a 
major in English would offer more occupational opportunities than a 
major in the social sciences. 

An indication that their approach to resolving their choice has al- 
tered significantly since high school is the increasing pressure that they 
feel to come to a decision. Several students look forward to making a de- 
cision during the summer after the freshman year; few think of postpon- 
ing it beyond the end of the sophomore year. The pressure exerted by 
time is definitely present. 

Further indication of the importance they attach to the pressures 
exerted by time is their concern with the length of preparation. Some 
question whether they will be financially able to attend graduate 
school; others will be able and plan to go to graduate school; still others, 
who have no worry about finances, nevertheless contemplate ter- 
minating their formal education at the end of college. Few, however, 
had reached the degree of specificity in considering the future sug- 
gested by Oscar who replied to the question of whether he thought 
he might get married, “Yes, June 6th—around right after I get out of 
medical school, 1955 or 1956.” It should be added that he went on to 
say, “It’s always fun to make plans.” 

Although most freshmen sensed that they were in an exploratory 
stage, few had developed specific stratagems to help resolve their u?- 
certainties about their occupational choice. A few looked forward tO 
reviewing their plans with competent advisors. Others expected to take 
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some type of vocational test. But it was the exception for a freshman to 
plan deliberately to accumulate evidence, internal and external, that 
might be of use. In part, he did not know what evidence was most 
relevant. In part, he hoped that his choice might be spontaneously 
resolved after he had had the benefit of additional experience. The 
lack of an effective stratagem is illustrated by Peter, who claimed that 
he was immensely interested in medicine but who knew that his chances 
of being admitted to medical school had been jeopardized by his failure 
in chemistry. Yet Peter was unable to consider a feasible alternative. 
He continued to hope that medicine was still possible for him. Oscar 
did not know how he was going to make a choice between music and 
medicine; both attracted him. Francis did not know how to begin to 
find a career that would provide an outlet for his interest in people. 
These examples are illustrative of the difficulties that individuals face 
in the exploratory stage. 

Before concluding this discussion of the exploratory stage, it is in 
order to point up some of the particular difficulties that account for the 
failure to develop effective stratagems. The manifold new experiences in 
college are initially confusing, never clarifying. All freshmen require 
time to order their new life with its broadened horizons. Not only does 
the freshman have to assimilate many new ideas and experiences, he 
must also reassess many assumptions that he has taken for granted. In 
fact, most teaching in the freshman year is deliberately directed to 
developing among the students a critical point of view. 

Then, the experience which they acquire is not quite what they had 
expected. They wanted to learn more about the external world, and, 


instead of acquiring an insight into the reality of the market place, they 


are immersed in academic subjects which are related tenuously, if at all, 
discovers that college, instead of 


to specific vocations. So the freshman 
answering his questions, has added to them. He needs time to absorb the 
new and to reevaluate the old. Small wonder that he looks forward to a 


Spontaneous resolution of his choice problem. 


THE CRYSTALLIZATION STAGE 


f the individual’s previous experi- 


Crystallization depends on all o 
directly related to the exploratory 


ence and development, but it is most 
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stage. In that stage, individuals were aware that there were many types 
of work which they would not consider except under unusual circum- 
stances. They were more hesitant about making a positive choice be- 
cause of the fear that a premature commitment would preclude their 
finding a truly satisfying occupation. Finally, they had reached a degree 
of intellectual and emotional maturity which permitted them to recog- 
nize a possible conflict between their capacities, interests, and values, 
and the objective conditions presented by the real world. 

As a result of these exploratory considerations, most college students 
are finally able to move toward a positive solution. They become 
increasingly conscious of the attraction of a certain type of work; find 
themselves able to spend many hours at it; and are not discouraged 
by minor obstacles which at an earlier time might have led them to 
reject it. Raymond put it in these words: “Well, the more I work with 
it, the more interested I become, and the more I learn, the more I 
realize there is to learn; it stimulates my interest. I think I'll get my 
degree in power engineering.” A graduate student of physics pointed 
out that he gets lots of fun out of the work, even “out of the boring 
part. Certain phases are less interesting than others, so you devote 
as much time as possible to the interesting ones. And if you have tO 
work with the boring ones, you get it over with.” Persons who are 
less mature fail to realize that no work is ever completely satisfying: 
Hence, they are alarmed when they find themselves bored, even i 
it is only occasionally, and continue to search for the impossible—@ 
type of work that is completely satisfying all of the time. 

Students move toward crystallization when they become aware 
of their propensities. Samuel states that “my interest shifted from ma- 
terials to people somewhere along the line... . The notion that 
engineering was nuts and bolts and away from people changed my 
mind.” Raymond pointed out that his brother’s profession was law, 
and added, “I wouldn’t like that; it seems somewhat abstract. - « ° 
From the beginning I realized I liked to use my hands.” Vincent, who 
decided, on the basis of a strong interest in mathematics, to take UP 
engineering, remembers that he considered physics, “but it seemed 
too specific at the time, I don’t know why.” William roomed with 4 
student who was going to be an industrial engineer. At the time he 
was thinking of concentrating in physics, but suddenly found that he, 
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too, was interested in industrial engineering, because “it wasn’t too 
theoretical, and it appealed to me.” 

The true explanation of these gross distinctions between the 
“theoretical” and the “practical,” between “abstract” and “concrete,” 
between “intellectual” and “realistic” is obscure. But we can be rela- 
tively certain that individuals take a step toward crystallizing their 
choice by becoming aware of their propensities and thereby recog- 
nizing the type of work that they want to avoid. One further step is 
required: the propensity must be translated into an occupation. Many 
students, even graduate students, are unable to make this translation. 
Frequently they are good students and are content with their educa- 
tional progress. For them, time seems to be standing still; they act as 
if they are unconcerned about the problem of earning a living. 

Although some remain for a long time in this pre-crystallization 
stage, the pressures on most students are so great that they impel a 
choice. As students enter the junior or senior year, they know that 
they must think about what they will do upon graduation. The educa- 
tional structure itself exerts pressure; different professions require differ- 
ent preparation; a student who is undecided between a post-graduate 
course in chemistry and medical school cannot postpone his decision 
indefinitely, Some find it easier to resolve the remaining uncertainties 
about their future work after they have clarified important life values. 
Robert put it in these terms: “Two weeks ago I wouldn’t have had 
this so crystallized. For one thing I have been undergoing a lot of emo- 
tional strain since February first. I became involved amorously. It’s 
a great flood tide of emotions, and it stirred everything up. Everything 
was moving, and I suddenly felt that everything was well defined... . 
Finally I realized there’s one type of thing I'm attracted to and capable 
Of being successful in and want to be part of. Of necessity, finally, I 
had the strength to realize what I want and what I can have.” 

Crystallization is the process whereby the individual is finally able 
to synthesize the many forces, internal and external, that have relevance 
for his decision. The actual process cannot be observed save in retro- 
Spect; this is true not only for the observer, but for the individual. It 
is a commitment, and the individual recognizes this by his willingness 
to bring his explorations to a close and by his ability to make definite 
Plans for the future, subject to change in details. For instance, Robert, 
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who dates the exact point of crystallization as two weeks prior to the 
interview, is convinced that he is going ahead with “history,” although 
he has not determined whether he will aim at college teaching or will 
eventually seek a position in government. In short, further decisions 
will be required, but these are of less importance. 

One criterion of crystallization of choice is an unswerving atti- 
tude. Robert stated that he could contemplate a change in his occupa- 
tional choice only under exceptional conditions: “A change of heart 
would be the main thing. If I found that I really wasn’t as crazy about 
these things, or as apt, or that I couldnt get anywhere with these 
studies. A change of heart would be the most important thing. Don't 
think anything else could lead to a change.” Alvin, who is determined 
to pursue a career in international business, stated, “I can’t see any 
possible change in my likes. Of course, there might be such a thing 
as a fine offer of a job. Everybody is interested in a certain sense in 
security, and if I thought I might get it that way, well.” Actually, he 
is saying that, as far as he can judge, there is no possibility of his chang- 
ing his choice; the only outside contingency that he is willing to consider 
would be an unusual job opportunity. Brian, who is about to embark 
upon a journalistic career, could not conceive of changing his plans 
unless “I found my whole feeling had been changed and I didn’t want 
what I had wanted before.” All of these expressions reflect an internal 
stabilization which, unless it is disturbed, presages that the individual 
will not alter his present plans fundamentally. 

This firmness of commitment differentiates an actual crystalliza- 
tion from the apparent one of the fifteen- and sixteen-year-olds. The 
high school junior has seldom had an opportunity to test the strategic 
elements in his tentative choice and has therefore been unable to weigh 
its appeal for him. Moreover, he has not yet confronted the wide 
range of alternatives that will probably open in college. Of course, 
his tentative choice may remain the final one, but he cannot determine 
this without considerable exploration. 

Many college seniors and graduate students appear to have crystal- 
lized, in some cases even specified, their choice, but a careful study 
reveals a pseudo-crystallization. These young adults have much in com- 
mon with the high school junior, for like him, they have not analyzed 
the essential elements and have not fully accepted the commitments 
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entailed. Clement points out that he has followed courses in inter- 
national relations for quite a while: “I suppose in imitation of my father 
and the fact that most of his friends and my friends were in this gen- 
eral area. It goes back, I suppose, all the way to my tenth year. Never 
thought much of changing actually. I knew languages and liked the 
people. . . . I didn’t think too much about the whole problem. I just 
plugged along. I never really gave any other job possibility a chance.” 
It was not until his senior year in college that Clement began to ques- 
tion where he was headed. 

Sometimes the individual requires a still longer time to recog- 
nize that his decision was falsely based. Duncan, who returned to 
Columbia as a graduate student of physics after being employed in 
industry, remarked that it was “strange that I went through five years 
of chemical engineering and decided I didn’t want it.” He recognized 
that “if my father had not been an engineer, I might not even have 
started out in engineering, but I don’t think so.” Duncan recalls that 
he had seriously thought of shifting to chemistry at the end of his second 
year in college, but when he talked with his father “he had some doubts. 
I wasn’t quite sure I wanted to end up in chemical engineering and 
his attitude was that he knew many people who had gone through with 
it who had eventually ended up in all sorts of other things. In any 
case, engineering background was excellent training for anything. 
Engineering training is the best sort of college training is his idea.” 
Duncan continued to study chemical engineering and took his under- 
graduate degree in that field. In his graduate work he shifted to electri- 
cal engineering, but it was only after he was employed in industry, 
primarily in the field of electrical engineering, that he realized that 
he really wanted to study physics. His original discontent with chemical 
engineering arose from the fact that “there are standard methods of 
doing things, that’s all. Electrical engineering is more analytic by nature, 
more mathematical; you can figure it out by deduction.” He had wanted 
to change at the beginning of his junior y 
wanted to shift away from chemical engineering—just at the time 
when crystallization is most likely to occur. But he was not strong 
enough to resist his father, who persuaded him against shifting. 

In the cases of Clement and Duncan we note the role of key 
persons—in both instances, the father. Clement continued to identify 
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himself with his father and actually failed to consider the question 
of an occupational choice. Duncan became aware that he was dissatis- 
fied with his father’s choice for him, but when he sought to shift, his 
father persuaded him to remain in engineering. That key persons play 
a strategic role in contributing to pseudo-crystallization is further sub- 
stantiated by Edwin, who at twenty-six becomes uneasy about his 
“chosen” field of physics. He tells this story: “When I was a sophomore 
I worked throughout that year; I was offered an assistantship. My 
professor was the fatherly sort [laughs], he assured me I could get 
an assistantship. I liked him so much I simply decided to stay. « - + 
I sort of went up by jumps. First, my uncle suggested college and I 
went; then this professor suggested graduate school, and I went. I just 
recall something else now. When I was in the seventh grade, a teacher 
suggested that she might help me out financially, but that did not 
impress me at the time.” 

The role played by key persons in the decision-making of indi- 
viduals who emerge with pseudo-crystallized choices involves an inter- 
play between the emotional needs of two persons—the individual 
making the choice and the individual who influences him. Pseudo- 
crystallization is also abetted by the fears of juniors and seniors about 
delaying a choice. Forced to select a field of concentration, they trans- 
late it into an occupation—but without full emotional acceptance, and 
frequently the choice will not hold up under future pressures. 

Some students complete their formal schooling without having 
been able to crystallize a choice or after having made only a pseudo- 
crystallization. Yet they may eventually find satisfactory work. Our 
modern industrial society offers a tremendous range of jobs and many 
will probably be able to work out a reasonable adjustment for them- 
selves commensurate with their educational background and their 
current goals and values. But probably—in fact, almost certainly—they 
will have failed to develop their own resources to a maximum and 
failed to have made the best use of the available educational resources. 

In any event, even crystallized choices are not always final, since 
they may be subject to reconsideration in the light of new experiences 
or the reevaluation of old ones. But the greater opportunity an indi- 
vidual has had to test himself and reality, and the more time and energy 
he has invested in acquiring a specific preparation, the less likely he 


THE PERIOD OF REALISTIC CHOICES lil 


is to become dissatisfied with his chosen field or to become positively 
attracted to a new field. A tentative generalization can be formulated 
in these terms: An individual who has crystallized his choice is un- 
likely to reopen the question unless after further experience he dis- 
covers that he is dissatisfied with his work. The only other likelihood 
would arise from unusual external circumstances compelling him to 
work in an entirely new field, which, he discovers, satisfies certain 
interests, capacities, and values of which he had previously been una- 
ware, 

In selecting seniors for interviewing we tried to avoid choosing 
only those who were likely to have crystallized their choice. We as- 
sumed that those in engineering as well as those who continued to 
identify themselves as premedical, predental, prearchitecture—in short, 
any senior who was looking forward to entering a specific profession 
—had a crystallized choice. We further assumed that a larger number 
of persons with undetermined choices would be among those who were 
concentrating in the humanities or the social sciences. Both of these 
assumptions proved correct. But we encountered one circumstance 
which we had not foreseen. Among the seniors and graduates who 
were pursuing specialized work, which would lead to the a priori con- 
clusion that they had crystallized their choice, several were actually 
proceeding in terms of a pseudo-crystallization. 

Most of the seniors had already crystallized their choice. But there 
were several in a stage of pre-crystallization or pseudo-crystallization, 
as well as a few who had almost reached the stage of specification. 
One student fell into a unique category. That was Frederick, a well- 
to-do boy who had sought admission to engineering school and had 
been refused. He had been in the Navy during the war and had wanted 
to remain, “but they had too many pilots. They were trying to get 
deck officers, but I didn’t know anything about that.” His father was 
a Naval officer, and it was he who had suggested engineering. In re- 
sponse to the question about what he planned to do after college, 
Frederick replied, “Well, I don’t know. That's... um... you see. 


I don’t have any great need of getting into anything right away. In 


Boston my family owns a lot of property. I have an income. If I needed 
is an invitation to laziness so 


a job, I'd look into it, I guess, but this 
I don’t know what I'll do. We're connected with the Lewis Machine 
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Company, and I had a job with them one summer. I may go with them. 
I had hopes of having a better chance of getting into the Regular 
Navy after college. I’m in the Organized Reserve now, but I’m more 
or less at loose ends.” Frederick may have been placing too much 
stress on the “handicap” of having an independent income but he cer- 
tainly could better afford to be “at loose ends” than most of his fellow 
students. However, he was not completely at loose ends because he 
knew that he could probably get a job with the machine company al- 
though he was not eager to do so, and there was even a possibility that 
he could enter the Regular Navy. 

Samuel was on the verge of crystallization. For many years he had 
been preparing for a career in science, possibly in engineering, but 
then his interests began to shift from “materials” to “people.” He re- 
ceived good grades in all his courses, so he gained little help in the 
occupational problem by a review of his performance in school. He 
was currently considering law, but pointed out: “I’ve heard a lot of 


tell why. . . . Pd like being able to run things the way I want, being 
able to organize things.” It could be assumed that within a short time 
immediately before or after graduation, Samuel would make a deci- 
sion either to enter law school or start in business, 

Raymond was to receive a degree in mechanical engineering within 
a few months. He stated that he had never had any other choice: “From 
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in his career, but he had no doubt that the decisions would be in the 
field of his choice. Other seniors, such as Brian, the journalist, and 
Gilbert, who was completing his course in mining engineering, had 
worked out in detail the succeeding steps in their career planning. But 
for most seniors, specification was still in the future. 


THE STAGE OF SPECIFICATION 


This stage represents a process of closure, the selection of the 
Specifics of an occupational choice after a generalized choice has been 
made. It is the period of final commitment. Robert, the senior who 
knew that he was going on with history, was uncertain whether he 
Would eventually teach or enter government service. Raymond re- 
affirmed in college his earlier decision to pursue an engineering career 
and shortly before graduation realized that he would have to decide 
between continuing with graduate work in order to teach or obtaining 
a job in industry while employment opportunities were favorable. Alvin 
had reached a decision in his junior year to go into international busi- 
ness, but he was undecided, even in the second half of his senior year, 
about his next move: “I plan to go to the School of International Affairs 
here or to the Harvard Graduate Business School if I can specialize 
in International Affairs.” 

It is difficult for a student to plan in advance the various stages 
in his career or even to determine definitely his field of specialization. 
He must first acquire considerable experience in the field of his choice. 
It is usually impossible to acquire this within the formal school struc- 
ture, particularly without going to graduate school. Even those who 
pursue several years of graduate studies find it difficult to acquire 
the requisite knowledge, skill, and experience to make the subtle dis- 
tinction required for specification. And even if the individual con- 
fidently plans the details of his career objectives and commits himself 
to a field of specialization while still in school, it is possible that he 
may change his mind after he has had actual work experience, 

Brian was one of the few who were able to plan in detail while 
still a senior in college. First he would “try to get into the Journalism 
School and start out in some small town paper and travel around the 
country a bit. . . . As a newspaper man I would like to begin for about 
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five years working for small town papers, doing reporting work, and 
then I would like to get a position either with one of the big news 
agencies, A.P., U.P., or do editing news copy that comes through or 
working on the City Desk in some major paper in a major city; and 
then I would like to operate by myself or with some people I know 
starting a paper of my own.” A major reason for this early specification 
was that Brian had held a journalistic post throughout his school years 
and had therefore already accumulated the experience which usually 
comes only after college. 

Herbert, who is nearing the end of his preparation for a Ph.D. 
degree in physics, illustrates another facet of specialization. In re- 
sponse to the question about his choice of field, he replied, “Right 
now I have a choice between two: either nuclear physics or atomic.” 
Before his choice could be thus narrowed, Herbert had to pass through 
several stages. First, he had to decide that he wanted to become a 
physicist, which in his case meant discarding his undergraduate speciali- 
zation, engineering. Then, within the field of physics, he had to de- 
cide between experimental and theoretical work, though the two are 
not mutually exclusive. And only after his decision to concentrate on 
theoretical physics was he confronted with the alternative of special- 
izing in nuclear or atomic physics. 

Two principal criteria can be employed to test whether an indi- 
vidual is in the stage of specification. One is his willingness to specialize. 
To be willing to confine oneself to a relatively narrow field one must 
have a strong conviction based at least upon initial experience that this 
will prove satisfying and meaningful. As long as one remains uncer- 
tain as to which field offers the greatest challenge and, equally im- 
portant, the best opportunity for making use of one’s skills, no intel- 
ligent commitment can be made. 

The second test of specification is resistance to deflection from 
one’s chosen course. Of course, when confronted by a very attractive 
alternative which is more or less consistent with the individual’s major 
values and interests, he will not bluntly ignore or reject it. He may well 
accept it. This criterion emphasizes resistance to deflection rather than 
the impossibility of yielding to it. 

Many individuals, particularly those engaged in college teaching, 
appear to have reached a specific choice because they are willing to 
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make the sizable investment of time and money required to obtain 
a Ph.D. degree. At first, it might seem that if one were willing to 
specialize to the extent required for this degree, he must be convinced 
that he would derive great satisfaction from such concentrated work; 
and further, that he is committed to his specialty for the duration of 
his working life. More careful scrutiny shows, however, that many 
students are under substantial external pressure to obtain a Ph.D. 
degree. This is particularly true if they plan to remain in college teach- 
ing. In most instances promotion is blocked for instructors who do not 
have their doctorate. Many candidates for a doctorate reveal that their 
interest in their specialty is definitely secondary to their career objec- 
tives. They are willing to specialize—but as a means to an end. They 
have a minor interest in their work per se, and are actually looking for 
major gratifications elsewhere. They are, therefore, relatively easy to 
deflect. 

Joel illustrates this. When he entered the Navy he had developed 
an interest in economics and accounting and had thought about going 
into business. He said, “I didn’t want to make an occupational decision 
r, and by that time I was in the Navy.” He thought 
about staying in the Navy, but decided against it because he disliked 
its rigid hierarchical structure. When he left the Navy he looked for 
a job in a small business, but failed to find one. “I continued looking 
for a job and didn’t find exactly what I wanted, and became more and 
more interested in teaching and realized that I could go on... . As 
I think about it now I will stay in teaching and establish a good reputa- 
tion; as soon as I feel I do have a reputation, I can let up a little bit 
and start looking around for outside part-time consulting work.” Joel 
went on to relate in detail the kind of life which he hopes to build 
for his family; his plan includes a job that “doesn’t take all of my waking 
hours.” Joel is not determined upon economics and accounting as fields 
of specialization; he has not even decided upon teaching, although 

‘making difficult things easy.” At twenty-seven 


he enjoys, as he says, “ma 
he has worked out a pattern of the type of life which he would like 
Jf game.” His current specializa- 


to lead, including “breaking 85 in my go 
tion was more or less inflicted on him; he would be easy to deflect. 
In short, it is his life plan which is specified, and his occupation was 


chosen to fit into this. 


until my senior yea 


Bbi 
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Just as there is pseudo-crystallization, so there is pseudo-specifica- 
tion. The case of Lewis falls in this category. A senior in college, he 
plans to enter a book publishing firm. He explains that he first became 
interested in it at about thirteen, because “I knew some people in that 
business and they always seemed to like it. I always liked those people.” 
Lewis continues, “I like books for one thing, good ones. ... It’s a 
responsible kind of business. You are an outlet for information to the 
public. In that way it is important. The good jobs in it are very inter- 
esting.” He states that he would hate “a job that depends on whom 
you know. I don’t think that is true so much in the book publishing 
field.” Lewis had pursued a wide range of cultural courses, including 
such specialized subjects as Dante and Medieval Culture, the Ancient 
Epic, and Advanced Latin Composition. His evaluation of his college 
program is interesting: “It’s pretty senseless—no rhyme or reason to 
it but adding up points.” He could afford to be haphazard because he 
felt sure that he would enter the publishing business, and the courses 
which he did take had at least a tangential relation to work in a literary 
field. However, Lewis’s assumption that there is little “backslapping” 
in publishing, that it is important work because it helps to mold the 
public mind, and other evaluations, all point to his immaturity and 
naiveté. He does not have a true picture of the field and it will proba- 
bly fail to yield him the satisfactions which he seeks. Future disap- 
pointment is also foreshadowed by his statement that “I wouldn't like 
to go into any firm where in a year I couldn't look forward to some- 
thing good coming up. I want no bad beginning in the publishing 
line.” Lewis says that unless his very stringent conditions in this field 
were met, “I might look into newspaper, radio—because of my literary 
background; they are all allied fields and you get ahead more quickly.” 
Here we have the final evidence that his specification which seemed 
so definite is really spurious, 

Maurice represents a slightly different type of pseudo-specification. 
He told us that his primary aim was college teaching. “I find the little 
bit of tutoring I do fascinating.” But during the course of the interview 
he also pointed out that “the hours are relatively nice, you do not have 
to slave.” And he also knew that in the field of economics, for which 
he was preparing himself, many professors devote much time to con- 
sulting work. Maurice was impressed with the fact that “consulting 
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is a nice supplementary income.” Although a second-year graduate 
student, his knowledge of college teaching as an occupation was naive, 
since he estimated that a professor receives an annual salary of $15,000. 
In answering the question of where he might like to secure a teaching 
post, he introduced the fact that “I have a home in the Berkshires. 
It’s a pretty big place, a farm. Seeing that it is well kept requires a 
lot of work. . . . You see, the home is more than just a five-room 
bungalow; it has been in the family for over two hundred years, and 
of course I’m attached to it. Mother is getting older and can no longer 
take care of it.” Maurice is attempting, therefore, to exploit his con- 
nection with the family of the president of a neighboring college. This, 
then, is a rather elaborate “life plan,” in which the specific occupational 
decision—the teaching of economics on a collegiate level—is of almost 
incidental importance. 

We pointed out earlier that the two basic criteria of true specifica- 
tion are the willingness of the individual to commit himself to a limited 
field of work and the difficulties of deflecting him to another area. 
This discussion of specification can be concluded by emphasizing that 
not all individuals can realize their major goals and values through 
a specific type of work, but the ones who do so give the best clues to 
the nature of specification. Gilbert had been looking forward to a 
career as a mining engineer from the age of ten or eleven; throughout 
the period of his formal education he tested and retested his interests 
and returned each time, with heightened assurance, to his choice. It 
would be difficult for Gilbert to find satisfaction in any work other 
than that of a mining engineer. Much the same pattern was followed 
by Herbert who, although he retained at the end of his graduate studies 
some uncertainty as to the specific field of his research interest, will 
undoubtedly become a research physicist. Although every individual 
is concerned with the choice of an occupation which will yield him 
a high level of satisfaction, the majority are primarily responsive to 
the impact of external conditions—including the income and prestige 
that attach to the work—while a minority seem to be propelled primarily 
by internal forces which must find expression. 


Chapter 10 


CHOICE PATTERNS: VARIATIONS AND 
DEVIATIONS 


I, MIGHT BE WELL to restate the design of this study, as described in 
the immediately preceding chapters. Our aim was to organize a con- 
siderable body of data bearing on occupational decision-making in order 
to derive a series of generalizations that would be at least a first ap- 
proximation to a general theory of occupational choice. Our approach 
was to identify the crude differences in the behavior of individuals of 
different ages, but of similar background, with respect to occupational 
choice. We organized and analyzed our data in terms of “norms by 
age,” using age as a rough criterion of the level of educational prepara- 
tion, which in turn is generally indicative of the level of intellectual 
and emotional development. 

As a first approximation, we distinguished three major periods in 
the process in formulating occupational decisions: the fantasy period, 
which usually comes to an end at about eleven; the period of tentative 
choices, which includes the ages of eleven to seventeen; and the period 
of realistic choices, which starts with college and includes the period of 
graduate instruction and early employment. We then found it feasible 
to divide the period of tentative choices into four stages: interest, 
capacity, value, and transition stages. These terms were used to identify 
the characteristic aspects of the choice behavior of the eleven-, thirteen-, 
fifteen-, and seventeen-year-olds. Since it was possible to differentiate 
one group from another and to make explicit at least the gross distinc- 
tions in behavior at different age levels, it can be concluded that we 
have succeeded in evolving a preliminary approach to a general theory 
of occupational choice. t 

The existence of these norms indicates that there is a discernible 
sequence in the way in which the majority of individuals act with re- 
spect to occupational choice. Although the number of cases studied 
—about eight at each age level—was too small to permit us to develop 
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significant variations, we were able to observe one important fact about 
the degree of variation: it is greater during the period of realistic 
choices than during the period of tentative choices. The way in which 
adolescents approach the problem depends to a considerable degree 
on the general level of emotional and intellectual development, which 
is dependent more on age than experience. Hence, the variation around 
the age norms in the tentative period (eleven through seventeen) was 
relatively limited. By the time the young person has entered college 
at least the basic steps in his maturation are completed and he will 
soon be able to crystallize or even specify his occupational choice. 
Whether he does so during his early years in college, or during the 
later ones, or whether he waits still longer, will depend upon specific 
circumstances. For the group as a whole, however, there is a relatively 
high degree of variability. 

A different type of variation was revealed in the retrospective re- 
ports of the older students. By reviewing the materials presented by 
each individual about his successive decisions from the age of eleven 
until crystallization, we were able to add another segment to a general 
theory of occupational choice—a selected number of patterns of choice. 

We have seen that in adolescence the range of potential choices 
must be narrowed, for only then will crystallization be possible, But 
there are many different paths which can be followed from the age 
of eleven, when the approach is in terms of interest, until the commit- 
ment to a final choice in the early twenties. 

Robert offers a good point of departure for a discussion of patterns 
of choice. He tells us that at eight he had wanted to become a Packard 
salesman “because the people across the street owned a yellow one 
that was very nice. If I were a salesman, maybe it would mean that 
I would have Packards. When I was 10-11, I wanted to live in Maine 
and do something up there in a hotel connected with the tourist trade. 
Liked the peaceful life and the country.” These were his choices in 
the fantasy period. Then he became interested in politics. “I never 
realized that I wanted to make history my work, but it was always a 
real interest and goes back to the fourth grade.” Robert realized early 
in high school that he received better grades in the social sciences than 
in the natural sciences. When he was seventeen, he had considered law, 
his father’s profession, but discarded it after a short experience in a 
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law office. At the end of his freshman year in college he was undecided 
whether to teach or to enter government service, but he knew that 
he would continue his courses in government and history and was 
quite certain that he would go to graduate school. The steps in Robert's 
development are easy to trace: He was early aware of a strong interest 
in history. In high school he recognized that his proclivities were for 
the social sciences, not for the natural sciences. For a short time, he 
considered the law but discarded this when he recognized that it would 
not afford him any real work satisfaction. By the end of his freshman 
year in college, he had been sufficiently exposed to history and govern- 
ment to feel confident that he would be happy in this field although he 
stated that, “After a semester I will be a little surer of where I am going.” 
He needed to explore his problem further before committing himself. 
His pattern, then, was to narrow his focus within the broad field of 
the social sciences, with an increasing emphasis on history and govern- 
ment. Substantially, he crystallized his choice at the age of nineteen 
and expected to specify it after acquiring additional experience. 

There are two major variations to Robert’s pattern, First is the 
range in the early stages of decision-making; it could be narrower or 
much wider. The second principal variation involves timing: a few 
persons are apparently able to crystallize their choice at sixteen Or 
seventeen, while others cannot commit themselves until the end of 
college, or even later. 

An outstanding illustration of a person with a narrow range is Eric, 
the college freshman who is going to be an organist. “I’ve been in music 
almost since I can remember. I began with the piano when I was 
five. . . . I suppose that I have been pretty determined about majoring 
in music, at least I never thought of majoring in anything else.” Ray- 
mond, a senior in the engineering school, relates that “from the be- 
ginning I realized that I liked to use my hands. . . . I always played 
with a tractor, and I think that was my first association.” In response 
to the question of whether he had ever had any idea of following work 
other than that of an engineer, he replied, “No, not even as a small 
child,” and added, “Very far back in the mind sticks the fact that I 
thought I might be a farmer, but that is very dim and dark and might 
not be a true impression.” Raymond went on to say that he had never 
considered his brother’s profession, the law, except negatively. He also 
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recalls that he was “consistently good in math, science, chemistry— 
better than in English or languages.” He thought this had a real in- 
fluence on his occupational choice because “my interests lay in those 
subjects where my marks were good.” Gilbert, who at the age of twenty 
was completing his studies in mining engineering, stated: “It all started 
about ten years ago. It developed out of a hobby, collecting minerals, 
which was influenced by the summer camp I went to. I hit on mining 
as an alternative—well, some way of satisfying that particular liking.” 
Gilbert discovered from his work in school that he had the appropriate 
capabilities since he did “quite well in geology and mineralogy,” but 
he was “not too strong” in atomic physics or higher mathematics. In 
the Army he had been in the Engineering Corps and, as a result, he 
became “more certain” about his decision to become a mining engineer. 
He is aware that “there are numerous difficulties in the field of mining. 
I’m not that blind not to see them—a mine going dry, difficulties in 
location. Mining takes you all over the world, and you might end up 
in a particularly unfavorable climate and living conditions.” But despite 
this he concluded that “it might be possible to change my vocational 
plans, but not radically. It will always be more or less in mining or 
engineering.” 

In contrast to the foregoing illustrations of individuals who con- 
sidered only one type of work are Samuel and Alvin who have con- 
sidered both scientific and non-scientific fields. Samuel tells us that 
he was “always interested in different crafts, especially woodworking. 
I worked with my hands as a hobby making various contraptions and 
was very good at it. When I went to high school I liked it. But my inter- 
ests shifted from materials to people somewhere along the line.” Samuel 
took aptitude tests, but they failed to help him because, as he realized 
later, “I was doing good in all my courses, so that didn’t make any 
difference. The notion that engineering was nuts and bolts and away 
from people changed my mind. But Tm not positive yet that I'm pre- 
law.” (He is about to graduate from college. ) 

Alvin, another college senior, recalled that “when I was in high 
school I wanted to be a chemical engineer. But I realized at that time 
that I didn’t have any scientific aptitude. . . . I saw that the trend 
of the times was scientific and I wanted to hop on the bandwagon. 
Well, I was very interested in chemistry. My high school chemistry 


‘ 
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interested me a lot; it was all qualitative. I didn’t have to learn any 
mathematics.” It was only after he realized that he had no aptitude 
for mathematics and for advanced work in chemistry that he began to 
think of a different career, possibly in law. “I suppose my great inter- 
est in English and elocution, presentation of ideas, both vocal and 
written, had something to do with my shift. The law seemed to offer 
an opportunity for a definite extroverted personality like mine to ful- 
fill himself.” He gave up the law as a serious objective, however, “when 
I talked to lawyers and realized how much drudgery and hard work 
was involved. . . . Then, by what process I don’t know, I decided I 


wanted to go into business. And about a year ago I decided to go 
into international business.” 


ice of engineering, 
law. He feels that 


ation. This procedure has little in 


common with the approach during puberty and adolescence. However, 
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there is a possible exception to this sharp difference of approach in the 
two periods in the case of certain “single-track” persons. Eric, the 
musician, evidenced a direct relation between his affirmation of music 
as a professional career during his adolescence and his exposure to it 
during childhood. There is a connection between an early developed 
capacity and early experience—these are the links between the period 
of fantasy choices on the one hand and the periods of the tentative 
and the realistic choices on the other. But Eric points also to the es- 
sential difference. He says, “I began with the piano when I was five. 
But those were the lessons that I had to take. I began to like the piano. 
and music when I was eleven.” In other words, aptitude and early 
experience would not have sufficed. He had to develop a liking for 
music before the decision could become his. 

There are also “single-track” people who doggedly stick to one 
interest or activity, undeterred by lack of capacity or by overwhelming 
barriers, and their endeavors, therefore, assume an unrealistic charac- 
ter. These persons present instances of deviation rather than variation. 

The second variation concerns the timing of crystallization. We have 
seen that crystallization usually occurs between the sophomore and 
senior years in college, or between the ages of nineteen and twenty- 
one. It may occur earlier or much later. Usually individuals who have 
consistently had a narrow range of choices, combined with an op- 
portunity for training, crystallize their choice early. Frequently, others 
who make early choices may cling to them because they feel that any 
t. While they remain in the protected 


change or uncertainty is a threa 
atisfied with their choice, 


environment of school they appear to be s 


although later experience may dissuade them. 
Crystallization may be effected without difficulty by a person who 


makes a tentative choice at a late date. Reuben ignored the problem 
during high school and concentrated on securing an education. Then, 
in his first years at college, reacting to new pressures and experiences, 
he decided on a particular choice and eventually confirmed it: “I de- 
cided to go to college because I was interested in learning and in getting 
an education, and I saw the need for college training in a professional 
career, . . , I wasn’t interested in any particular professional career. I 
just wanted to go to college and educate myself. When I entered col- 
lege I had no occupational objective. In my second year I took economics 
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and enjoyed it very much. . . . I was eighteen and a half when I de- 
cided to major in economics. I decided on it as a field for future oc- 
cupation rather than a major. Once I decided I stayed with it. Even 
while I was in the Army I knew that when I was finished I would 
continue to study economics.” The story of Reuben suggests that there 
is no necessary relation between an early choice and early crystalliza- 
tion. i 
By and large, early crystallization implies the existence of special 
circumstances. Perhaps the most important element is the ability of 
the young person to gain work experience. This was clearly the case 
for Eric, who not only had been taking music lessons from the age 
of five but was able at fourteen to obtain paid employment as a church 
organist. For Raymond, the engineering student, the part played by 
early experience was not quite so important, but it was there: “I always 


played with the tractor—and the more I work with it the m 
ested I become, and the more I learn, 


learn.” At a later point in the interview 
tion out of seeing these machines run in 
unlike Eric, had never held a job prior t 
he had had considerable opportunity to 
ties for working with power machinery. 

An illustration of the 


ore inter- 
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. At the end of high school he 
wrote for catalogues to a number of colleges: “If a school did not give 


engineering, it would be automatically ruled 
the basis for my choice.” He decided to goto C 
its other advantages “the wideness of the curri 
that time.” To Vincent, engineering was a 

“interest in mathematics was the primary rea: 
interest was very strong and left a number o 
fields many required much more time in sch 
I returned from service it was a question of age and time that decided 
it. One possibility was teaching mathematics, which I was mainly inter- 
ested in, but that would require a Ph.D. I thought of statistics, but 
it didn’t dwell in my mind very long. Architecture—] didn’t think I 


compromise, because his 
son” for this choice. “The 
f fields open, but of those 
ool, and particularly when 
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had enough artistic ability. Physics—but it seemed too specific at the 
time. I don’t know why.” 

For Vincent, there was some delay in crystallization, beyond that 
necessitated by his military service, because he was reluctant to discard 
his primary choice, mathematics, until he had decided that he was 
not willing to invest the necessary time in training or delay his earnings. 

Oscar presents a slightly different story. At the end of his fresh- 
man year in college, at the age of twenty, he thinks that he wants 
a career in medicine. When asked whether he was considering any 
other type of work, he replied, “Why, I don’t know—well, to be truth- 
ful, I love to sing. There might be a break in that through the Glee 
Club or somewhere else.” Later, he said that he really did not know 
why he enjoys music, but “the interest in music was created early in 
life. It has always held an attraction for me. Ever since I began music 
in the sixth grade. I like the way it rolls along, like some languages— 
like German and French.” Oscar remains strongly attracted to both 
music and medicine, yet he is able to take a premedical course with- 
out finally turning his back on music. At this point there is no way 
of knowing whether the present balance between his strong interests 
will delay final crystallization. In general, however, strong proclivities 
in unrelated occupational areas, and an inability to choose between 
them, can be a major influence to delay crystallization. 

Another similar delay occurs with students who are preparing for 
an advanced level of work, as in scientific research. Here there can be 
no early translation such as is possible for a person with a musical 
talent. Herbert knew early in his high school career that he found 
great satisfaction in mathematics and the natural sciences, and that he 
wanted to secure an advanced degree in this general field of knowledge. 
But it took him a considerable number of years to work out the specifics 
—to learn enough about himself and about advanced work in these 
disciplines—so that he could choose. Herbert took an undergraduate 
degree in engineering, while continuing to work in mathematics; he 
switched from chemical engineering to electrical engineering; he 
selected physics as a major field of graduate study and currently, in 
his middle twenties, is undecided between specializing in nuclear or 
atomic physics. Herbert's pattern demonstrates the relative unimpor- 
tance to him of early crystallization, because of his preliminary aim to 
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perhaps more important, 
he last chapter to Duncan, 


ailed to satisfy him, and he 
© pursue post-graduate work 
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but wanted to “go into research and the 
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ce as he did. 

on should be considered as 
ough Duncan’s case actually 
ally achieved real crystalliza- 


CHOICE PATTERNS: VARIATIONS AND DEVIATIONS 127 


tion, although at a high cost of time and resources, and his long period 
of preparation ultimately culminated in a satisfactory choice. 

The behavior of some individuals during the period of decision- 
making cannot be considered mere variations from the norm, but must 
be classified as deviations. If one finally succeeds in crystallizing a 
choice within a few years of the time of the average, it can be con- 
sidered a variation. But if the individual is unable to crystallize a choice 
at all, or is able to do so only at a much later age than is typical of 
the group to which he belongs, his case must be considered a devia- 
tion. 

There are two criteria for establishing the presence of a deviation 
in the choice pattern. First, the pattern may show a defect, which 
means that the individual does not conform to the norm for his age 
in a significant respect. An example would be an adolescent of fifteen 
who continued to deal with his choice exclusively in terms of interests 
and failed to consider his capacity in relation to his interests. Another 
example would be a college freshman who planned his program of 
studies in terms of an esoteric field of knowledge, such as Greek Archae- 
ology, without trying to discover the job opportunities in this field. 
A defective choice pattern is characterized by the failure of the indi- 
vidual to consider the basic factors which should be part of his evalua- 
tion. The second type of deviation results from the individual's inability 
to crystallize his choice. A more detailed consideration of the relation 
between emotional factors and the behavior of individuals during the 
occupational decision-making will be presented in a later chapter. But 
it should be stated at this point that there is presumptive evidence that 
major deviations in the occupational choice process are likely to be 
grounded in basic emotional difficulties. 

Frederick represents a type of deviation which is related to an 
inability to develop permanent interests, and an inability to translate 
such interests as he did develop into a vocation. Under the promptings 
of his father he decided that he would like to study engineering, but he 
failed to gain admission to a school of engineering. Influenced again by 
his father and by his mother, he sought to enter the Naval Academy, but 
again was refused admission. He had been an officer in Naval Air Arm 
during the war and, he says, “I tried to stay in the Navy but they had too 


many pilots—and they were kicking them out right and left.” Although 
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he was twenty-four and a senior at college at the time of the tee 
he said, “I’m just taking plain courses. . . . I don’t know what I ol 
Among his other appraisals of himself he states, “Well, I've been 3 
ing about it [applying to Aeronautical Engineering School] for a long 
time. But I have a lot of inertia. I guess I have pretty wild ideas about how 
to make out in this world. I’m still wandering around and trying to light 
some place. Some fellows have to find their goals early, but Ive ae 
treated very generously. . . . I guess if I had to make a living, 1 
straighten out pretty quick. Well, I found out [during the interview 
that I don’t know very much about what I want.” This young man is 
still building model planes and recently insisted during an argument 
that he wanted to be an admiral; he explains his own difficulties largely 
in terms of his economic independence, Certainly, having independent 


persistence of juvenile pa 
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had actually specified it in detail; he was going directly into book 
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publishing. On closer analysis, however, it became evident that this 
specific objective was spurious. He states that he will remain in the 
field only if he can advance rapidly and within the first year, a rather 
stringent condition for one who plans to make it his life’s career. More- 
over, he is attracted to book publishing because it is “less crass”; there 
is not “as much backslapping” as in other areas of business. This aver- 
sion to “crassness” largely reflects his negative evaluation of his father’s 
work—stock brokerage; it also reflects his mother’s scale of values, 
which are definitely antagonistic to business. However, Lewis remarked, 
“I think my mother is worried about my going into publishing because 
she thinks that I want to do it for the social reasons connected with 
it—like having cocktails at lunch.” It would be hard to question his 
mother’s insight from the interview material. 

A last example of a deviant choice pattern is perhaps the most 
interesting for, more than the others, Edwin was able to maintain his 
choice through many stages of formal preparation. When he was inter- 
viewed, he was twenty-six and about to take his qualifying examina- 
tions for his doctorate in physics. As he tells the story of his education, 
the prominent role played by key persons, particularly teachers and 
relatives, is clear, But at twenty-six, he is uncertain about continuing 
in this field. “I am not going to spend my life in a laboratory and die 
in an ivory tower. I have other interests. I enjoy painting, pencil sketch- 
ing, photography. I don’t really enjoy them just as a hobby. I used to 
enjoy music, but now I really do not get too much of a thrill out of 
it. I sometimes enjoy the ballet, and sometimes I really am disinterested. 
I happen to be very moody.” Last year when he was having trouble 
with his studies he started to paint: “I talked to an assistant here who 
is also going in for painting. He went into medicine after being a 
physics undergraduate. I was not sure if I wanted to stay in physics; 
I was just groping around. He said it would be financially impossible 
for me to go into medicine.” In response to a question as to what kind 
of satisfactions he wanted out of his work, he said: “I suppose it is 
all tied up with what life is worth to you. I am not sure I know the 
answer in terms of physics. I simply want the satisfaction of some 
unique accomplishment and to contribute to the development of knowl- 
edge.” Here is a man who becomes unsure at twenty-six about what 


seemed for a long time to be a very firm choice. Moreover, he is un- 
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able to think realistically about alternatives. Although he had no inde- 
pendent means, he considered medicine until a friend pointed out to 
him the objective difficulties in his path. A short time ago Edwin 
terminated his engagement to marry. “We were pretty much in love. 
At any rate, somehow this roving eye of mine [laughs]. I was not com- 


pletely satisfied. It is hard to explain. I never understood it and still 
do not.” 


There are several common elements in 
people all seem to be tied to one or both parents or, as in the case 
of Edwin, to a parental substitute, They are responsive to parental 


wishes or pressures. Further, they have carried into their adolescent 
and adult life powerful fantasies—bein 
contribution.” Clearly, 


all these cases. The young 
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Part II 
SIGNIFICANT GROUPS 


Chapter 11 


THE LOWER INCOME GROUP 


Ors anatysis has thus far been conducted exclusively in terms of 
case materials drawn from a group of adolescents from upper income 
families. It might seem that whatever we discovered about this group 
would have direct relevance for only a small proportion of the total 
population. But the focus of our investigation was to delineate the 
process whereby individuals in adolescence and young adulthood ar- 
rive at an occupational choice. Since we assumed that this process was 
influenced by general intellectual and emotional maturation, we be- 
lieved that it would be possible to discern the essential stages most 
clearly if we studied a group having maximum freedom of choice; 
in this case, freedom is largely a result of the absence of financial pres- 
sure, But rich or poor, every adolescent must be concerned with pre- 
paring himself for his role as an adult. And since the process of deciding 
one’s occupation is largely dependent on chronological age and general 
maturation, our study of children from upper income families is relevant 
for other groups, including those from lower income families. 

From studying the upper income group, we developed a prelimi- 
nary theory by establishing “norms by age” and delineating significant 
patterns of choice. Our next step was to interview a group of boys from 
lower income families. In this, we had two objectives. First, we wanted 
to discover whether, and to what degree, the norms and patterns which 
we had developed were applicable to this group. Secondly, we sought 
to learn how the limitations of reality—particularly economic and 
cultural limitations—influence choice determination. 

There are at least three major differences in the backgrounds of 
the two groups of boys whom we interviewed. The first is social or 
cultural, The life that one leads and the life that one’s family leads 
is certain to exercise an important influence on the determination of 
the type of life that one hopes to lead. Boys from the upper income 
families take it for granted, even in childhood, that they will attend 
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college. Their fathers are professional men or have responsible a 
tions in business or government. Family friends come from the E 
occupational and social background. It is not surprising, therefore, i 
these adolescents in the upper income families think of their bae 
tional future in terms of the professions or the executive positions x 
management. The background of the children from the lower incon : 
families is different: they have little or no contact with college graduate 


or with persons in the professions, and therefore they are less likely 
to think of attending college. 


The fact that economic resou: 
directly and indirectly on the proc 
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cence and young adulthood a desire to become a carpenter because 
of an early and strong interest in and a capacity for woodwork. He 
usually transforms this interest into a hobby while he seeks a career 
that promises greater income and prestige. 

For the lower income group, reality, particularly in the form 
of economic pressures, may not be quite as overwhelming as it would 
appear at first. There are alternatives in choice though, admittedly, 
the conditions are less favorable than for the upper income group. 
The range of alternatives is affected, of course, by such fundamentals 
as residence and business conditions. The individuals we interviewed 
were living in New York City during a period of high employment 
and high income (1947). Our findings and evaluations might have 
been entirely different in a period of mass unemployment or substantial 
underemployment, such as existed during the 1930's. Another advan- 
tageous factor for this low income group is New York City’s elaborate 
educational system which provides, at almost no cost, to those who are 
qualified, college, and even post-graduate, instruction. There are also 
in New York City both day and evening classes for specialized instruc- 
tion. In addition, the post-war years offered substantial opportunities 
for part-time and summer employment, which made it possible for 
the industrious youth to continue his schooling without becoming a 
heavy burden on his family. 

The limitations which the lower income group must take into 
account in formulating their occupational choices are certainly many 
and severe, particularly in considering a career which would involve 
a long period of formal preparation. But we have tried to indicate that 
the presence of limitations is not the same as the absence of freedom. 
The lower income group are still confronted with a choice problem, 
for, like every other group in the community, they must reach a decision 
about the appropriate type of secondary schooling, the amount of school- 
ing to undertake, and the objectives they hope to accomplish through 


work. 
We were able to use seventeen of the interviews which we con- 


ducted among the lower income group. The ages of the boys ranged 
from thirteen to eighteen; four thirteen- and fourteen-year-olds were 
in the eighth grade; three fourteen- and fifteen-year-olds were in the 
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ninth and tenth grades; seven fourteen-, fifteen-, and sixteen-year-olds 
in the eleventh grade; and three seventeen- and eighteen-year-olds in 
the eleventh and twelfth grades. 

This distribution indicates that the relation between age and educa- 
tional level is less close in the lower income group than in the upper 
income group. We did not include individuals in their late teens or 
early and middle twenties. 

There were several additional differences, We did not establish a 
relatively high minimum intelligence quotient, such as we had been 
able to do in our study of the upper income group. Aside from the 
practical difficulties, we questioned the desirability of such a standard 
for it would imply a special sub-group of this social stratum—those 
who would be intellectually able to proceed to college. We were inter- 
ested in more typical representation which would include a high propor- 
tion of those who had no intention of going to college. We did exclude, 
however, those who had a definitely low intelligence quotient. In select- 
ing cases from the upper income group we had excluded children who 
came from broken homes, in which one parent had died or the parents 
had been divorced or separated. In the lower income group, our cases 
usually met this criterion, although we made no attempt to enforce it. 
Three of our cases are from “broken homes.” We felt that the additional 
criterion which we employed for both groups—excluding individuals 
who showed overt manifestations of emotional disturbance—minimized 
the significance of including these three children. 


Selection and interviews were made through the auspices of a 


no delinquents or near d 
the community, like eve. 
adolescents in more or 
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Ticket collector Rigger Chef 

Sailor (tugboat) Kitchen helper Hat maker 
Truck driver Box factory worker Longshoreman 
Truck helper Artist Longshoreman 
Regular Army Shipping superintendent Steel worker 
Accountant Cigar store employee 


The fathers were primarily unskilled or semi-skilled workers. We 
estimated from the information furnished by the staff of the settlement 
house and from the evidence presented in the interviews that the fathers 
were earning between $2,500 and $3,000 annually. But this figure does 
not indicate the size of the total family income, for many of the mothers 
were engaged in full-time or part-time work. Family income was further 
instances by the earnings of older children who were 


increased in some 
ently when a boy be- 


living at home. However, this was rare, for appar! 
came self-supporting he left home and married. In 1947, employment 


plus overtime yielded incomes substantially larger than those to which 
these families had been accustomed. However, even a family with an 
average income of about $3,500 or even $4,000 must still be considered 
as in a lower income group in terms of disposable income, because 
several had six or more children and, when the mother worked, it was 
frequently necessary to employ a part-time worker in the home. 

In general, the boys from these families were much less at ease 
during the interview and were much less facile in formulating their 
thoughts and feelings than were those from the upper income group. 
It was frequently necessary to rephrase the questions and put them 
into the simplest possible language before the boys were able to respond. 
But the differences were frequently of form rather than content. Mak- 
ing allowance for the verbal sophistication of the upper income group 
and the linguistic clumsiness of the lower income group, we found that 
what appeared at first to be gross differences in intelligence and maturity 


were frequently minor and insignificant. 
Because of the overlapping between age and educational achieve- 


ment, we will consider first the four thirteen- and fourteen-year-olds 
who are not yet in high school. These boys are definitely in the tenta- 
tive period, for their fantasy choices belong to the past. Benedict, 
thirteen, said: “I wanted to bea garbage collector. I was about six years 
old. We lived in a house and in the hallway there was a door and the 
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janitor used to collect the garbage there, and when I was small I a 
to help him. Wanted to be a baseball player. No more. Kind of har 
to be a baseball player.” These were the fantasy choices which he has 
discarded. Instead, he has already decided that he wants to become 
a mechanic: “I just told them (my parents) I wanted to be a mechanic 
—I like that... . About a year ago a kid outside sent away for a 
book and I just got an idea from it. I didn’t read it, but it tells all about 
cars.” Although his present choice is centered on his interests in cars 
and everything,” Benedict realizes that there “might be other jobs I 
might get interested in. Couldn’t tell now.” 

Christopher is less clear about his fantasy choices: “Don’t remem- 
ber. I think I wanted to be a Royal Mounted Police and ride on horses. 
That was a long time ago. Once I wanted to join the Naval Air Corps 
and be on the aircraft carrier. (Why did you drop the idea?) Don’t 
know, wouldn’t mind it, but I heard it’s hard.” He is about to enter 
high school. “Talked to my teacher and told her I was going to take up 
auto mechanics, and she told me it was the best school [Chelsea High 
School]. About two weeks ago we went down to visit it, and I saw 
it... . I think T'I like it” Christopher is aware that he may change 
his interests: “If I think I'll like it, Il take it [auto mechanics], if not, 
TIl take a different subject. You can take all different things—auto 
mechanics, electricity, and then you take your pick and stick with it 
all through high school.” 

Hugh is also planning to study auto mechanics. “A lot of friends 
tell me a lot about it, I just like cars.” He remembers that “I liked to 
fly when I was small. Still like airplanes. Liked automobiles.” Ignatius 
is going to prepare himself for repair work in television and radio. 
(What would be the job you'd like most?) “Television. Doing repairs 
and make my own, if I could.” He went on to say, however, that “I 
likefart. 3) 5 i T work with oil paints.” He said that he had never wanted 
to be a garbage man, or policeman, or baseball player, but he had 


liked “fishing and all that stuff, That’s what I like. Oh no, not for money, 
not for a living, just a hobby.” 


When the limitations of la 
marked parallels to boys of th 


> most of them have a single 


interest-based choice, but they are aware 
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change. Some have started to consider their capacities. Christopher, 
whom the staff at the settlement house considered very able and 
talented, told us that his mother “wanted to send me to college, but 
I don’t want to go. I’m not smart enough. It'd be a waste of money.” 
When Ignatius was asked whether he would continue his education 
beyond high school, he said, “I don’t know. Not fit for it. I'm not that 
smart. TIl get a job in radio and television.” And Benedict gave up 
his fantasy choice of becoming a baseball player because he recognized 
his lack of capacity—in his terms, it was “kind of hard.” 

In contrast to this group of fourteen-year-olds who were still in 
elementary school, several others were in advance of their age group. 
These were in the first or second year of high school. One of them, 
Jerome, has been intent upon becoming a newspaper reporter since 
he was eight or nine. His comment on the origin of this idea was that 
“I probably saw a movie.” He does not expect his ideas to change, 
because reporting “seems like an interesting type of work.” He said that 
he did discuss his objective with his mother: “She thinks it’s a good 
idea—it’s sort of hereditary. She writes a lot of poems.” He is aware 
of the capacity factor for he states that he could “not go into a mechani- 
cal trade . . . no good with hands, except writing. Besides, it’s easy 
for me.” 

John, another fourteen-year-old in the second year of high school, 
selected a particular high school “because I wanted to do radio.” He 
did not know why he was interested in it—‘“just seems I like it.” He 
said that he made this choice about two years ago. His father is an 
accountant, but John has never thought of going into that type of work: 


“Seems I’m not fitted for it. I like radio and there seems to be a future 


in it. I was not good in algebra and I don't like it.” Moreover, he could 
“Just sitting at a desk, just 


not think of himself doing office work: 
writing. I don’t like to write much.” In reply to the question of what 
school subjects he liked least, he said, “I think English.” He is aware, 
however, that there is more to the choice of a field than just “liking” 
it; he said that his father will get him a job at Westinghouse “if I do 
well.” Prior to considering radio repair as a career, John had thought 
of “joining the police force—I gave it up but am still considering it 
if I don’t get along in radio.” 


The third of this group, Joseph, stated, “I'm going to be an auto 
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mechanic. . . . Always wanted to learn how to drive a car and want 
to find out what's in it—since I was thirteen,” He recognizes a relation 
between competence and work. His notion of success is to be “an ex- 
pert auto mechanic . . . know everything about a car or business . . . 
working on a car as a foreman.” He recalls that he had wanted to be 
a cowboy when he was four or five and that “once I wanted to fly an 
airplane and be a baseball player. I haven’t given them up yet, but 
Td rather be what I want to be now.” He is aware that he might not 
succeed in getting a job as an auto mechanic: “Tf I can’t get a job like 
that, TIl get a job near to it.” Although Joseph is ahead of his age 
group in school, he is giving no consideration to continuing his educa- 


tion beyond the end of high school. He really does not know why: 
“Tt might be difficult.” 


These cases have much in co 


mmon with the fourteen-year-olds 
who are still in elementary school e 


xcept that considerations of “reality,” 
and particularly one’s capacity to do a job, are more prominent. The 
fantasy choices have been abandoned; present choices are based on 


interests, which the boys recognize may change; but there is little con- 
sideration of “values.” As in th 


fourteen-year-olds are in the 


tween the two groups will 
cases has been presented. 


ation in the maturity of ap- 
he most advanced was Julian, 
ink TII try to go to college— 
” In fact his choice of high school 
Heard it [Stuyvesant] was a good 
is interest in cars and designing 
ian is aware of his capacity: “I’ve 
a—have geometry now. I like to 
ings. I see cars coming out that are 


esigning, so I figure I can’t be so bad.” He 
feels that he would “rather work with my brain than my body... . 
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It’s easier for me to work with my brain.” He is interested in doing 
original work, for which he feels he has capacity, and he is also con- 
cerned with such reality considerations as a steady job: “My father 
gets laid off.” 

Although Luke is slightly older than Julian, he says that he does 
not know yet what kind of work he is going to do. In discussing the 
possibility of his going to college, he states, “Well, Pm not too smart.” 
He is now taking a course in auto mechanics: “I like it. I will work 
in a garage or [sic!] have my own car.” He says that he would really 
like to be a baseball player, but he questions his ability to make a 
living that way. Although his father earns considerable money as an 
operator in a box factory, Luke says, “I wouldn’t want to do that, but 
if I failed at everything else, I might.” He is aware that he might have 
to take a job which has relatively little interest for him. 

Matthew, like Julian, is planning to go to college: “I’m taking up 
drafting because I'm going into engineering. . - - It’s interesting to 
know how to draw . . . constructing and designing buildings. I got 
the idea from my mother. She said it was a good idea, that it is a good 
job to have, she told me.” Originally, his mother had wanted him to 
“go into the movies,” but he is embarrassed even to talk about that. 
At one point he thought that he would like to play professional basket- 
ball and baseball, but “my mother changed my mind. I don’t want to 
disappoint her. I’m the only one in the family.” Asked why he was 
taking geometry, he replied that “it fits in with my drafting and to 
get into college you have to have a Regents credit, so I figured geometry 
would be good.” Matthew is aware of some of the differences among 
the colleges in New York City. He knows that New York University 
has a tuition fee, which he estimates at $600 to $750 a year. He reports 
that his family has saved the amount required for his fees. Although 
his mother was responsible for the original suggestion that he become 
an engineer, Matthew feels that he will enjoy his work “if I would go 
on being good at it. It’s the main subject today. It’s everything. It’s 
bridges, Buildings take a lot of work. I'd like to lay out the diagrams 
for working, having new ideas, to draw the sketch, the blueprint.” He 
is somewhat disturbed by the fact that he failed in an English course: 
“I never failed nothing before.” In working out a detailed plan for 
preparing himself for college, he is relying on his school advisor: “She 
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knows everything, you just leave everything in her hands.” He has been 
talking to his friends about his plans to go to college and “they wish 
me luck.” He thinks the explanation for their not planning to go is 
that “some aren’t smart enough, some don’t have enough money.” 
Michael, who is sixteen, also plans to go to college. He wants to 
study “for a profession . . . to be an expert accountant or anything I 
can get in, I guess. I’m good at sports, and if I’m not good at accounting, 
TIl go into professional baseball.” But he feels that accounting would 
be better: “I get more out of accounting. I enjoy baseball, but I’d earn 
more money as an accountant and you’d be much smarter as an ac- 
countant.” Asked how he happened to choose accountancy, he said, 


“Ever since I was in the second term, I was good at math and the 
teacher said I should take it u 


a lot of rich people to get into 
academic course because “they 
long as I’m in school. It’s fun; 


» 


As with Matthew, it is ques- 


tionable whether Michael will remain interested in or be admitted to 


college, 


Nicolas is planning to finish high school, and “when I’m through 
going to try to become an electrician.” He thinks that he may go 
to a technical institute for two 


away. He s 


Tm 


: is, the kind that has other 
men under him—a contractor, 


because “ 
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work with them.” He has talked to his parents and to his teacher, and 
they have encouraged him to prepare for an electrician’s career: “Well, 
at present electricity is fun for me, not that I’m too smart. But it’s 
pretty easy—I just like it.” He feels that, in any case, “Td like to stay 
around the mechanical or electrical field.” About alternatives, he re- 
marks: “I paint pretty good, never thought about it seriously—not much 
chance. Field is too crowded in commercial art. I've seen guys working 
on it and they tell me if I can help it to get away. Pay is not so hot, 
they say.” He recalls that he had once wanted to be a garbage col- 
lector and then a policeman, but he “just outgrew it. After that I wanted 
to be a mechanic or an artist or something like that, then electricity.” 
Patrick has definite plans for his future. He expects to join the 
Army: “I figure that is the best way to learn a trade.” His father con- 
siders it a “good idea,” but wants him first to graduate from high school. 
Patrick believes that he first thought about the Army because of a 
cousin who is a first sergeant. He remembers that “when I was a kid, 
I wanted to be an engineer—about nine or ten, when I used to build 
things—bridges.” But he recognized after a while that in order to be 
an engineer, “I'd have to go to college, and I don’t want to. Figured 
it was too much work.” He took the “general” course in high school— 
“that’s the easy one. Once in a while rd wish Td taken the college 
entrance. A lot of my friends took it.” Patrick says, “I know what Tm 
going to do. The rest of the gang—they don’t know.” In school, “they 
give you a lot of talk [about work], but I don’t pay any attention.” Al- 
though he expects to go into the Army and he knows that in the Army 
one can learn a trade, he does not know which specific trade he would 
like to learn, 
The most exceptional person among the sixteen-year-olds—in fact, 
in the entire group—is Richard, who is planning to become an auto 
mechanic. He is very much further on the, path of actually becoming 
an auto mechanic than the others who believe that they are headed 
in the same direction. Richard relates that “when I was eight years 
old I used to hang out in a garage. A mechanic there taught me a lot. 
He gave me tools he did not want. I started helping him fix things; 
pretty soon I made myself a little car. - + - I was recommended to the 
school by my friend, the mechanic. . . - ‘Go there, he said, they will 
teach you the fundamentals. ” He knows that he can start off with a 
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job at $55 a week upon completing his schooling. In fact, he is cur- 
rently earning money as the custodian, for three hours a day, of a 
public building. On week ends, when he goes to his family’s home in 
New Jersey, “I spend most of the time repairing pumps for farmers. 
I keep busy—you see, I’ve been doing this ever since I was ten years 
old.” 

Richard says, “I just seem to be more interested in it than any- 
thing else; I have my heart and soul in it. - .. The gasoline engine, 
the operation of the engine, is interesting; it catches me somewhere. . . « 
I don’t go into mechanics for the money, I am just happy.” Asked 
what he would do if he did not have to earn a living, he replies, “Still 
mechanics, I just can’t shake it off. P'ye been buying tools. I’ve got $175 
worth of tools. Me and my father chipped in and built a garage.” He 
tells that his father, now a cook, was formerly a blacksmith, and that 
he works with his hands; he further tells that his mother “gets a kick 


out of seeing a broken down car, then seeing it repaired by me and 
Tun again.” 


trast to his classmates, 
says of them, “Most of 


of money, but it’s just work, that’s all. I don’t like it 
to it.” It is clear that Ri 
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the Army to help him decide upon an occupation, calls to mind the 
high school boys in the upper income group who are undecided and 
are looking to college to help them reach a decision. Luke, Nicolas, and 
Richard are quite sure that their graduation from high school will end 
their formal education, although Nicolas thinks that he may seek some 
additional technical training prior to beginning work as an electrician. 

Michael and Nicolas are the two who are most consciously balanc- 
ing alternatives: Michael, between accounting and professional hockey; 


Nicolas, between electrical work and commercial art. It is important 


that their current preferences flow from a consideration of the values 


involved. Michael thinks that there is more money and prestige in 
accountancy than in professional sports and Nicolas’s preference for 
electrical work is based almost exclusively on economic factors. Values 
also play an increasing role in the choice processes of Julian, Matthew, 
and, of course, Richard. Julian wants to do “original things.” Matthew 
is impressed that engineering is “the main subject today, it’s every- 
thing,” and he, too, wishes to have an opportunity to work out his own 
ideas. Luke hopes to avoid the routine work that his father is doing, 


despite the fact that it pays well. 


Michael is hopeful that he may be able to make an unique accom- 


plishment “such as to make an invention and get famous.” He states 
blandly, “I want to be a big shot, a boss.” And Nicolas looks forward 
to the possibility of being the kind of an electrician “that has other 
men under him.” Thus, this group deals with occupational choice not 
only in terms of interests and capacities, but more and more in terms 
of emerging values, reality conditions, and a more concrete time per- 
spective, 


The last of the group were 
and seventh terms of high schoo 


three eighteen-year-olds in the sixth 
J. Samson is only in the sixth term 


because he had left school for a time. He said that early in high school 
he had planned “to take up electricity; now I've shifted.” His brother 
was an electrician and Samson used to “help him out; just got used 
to using my hands.” Now he wants to join the police force, which had 
been the occupational objective of another brother who was killed 
in the war, Samson is impressed with the many advantages of employ- 
ment on the police force: “You setve twenty years and then you get 
a pension; you carry hospitalization for the family.” But he feels that 
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the work has meaning beyond these specific advantages: “Just the idea 
to help somebody in some way or other. You're always bound to help 
somebody.” There is considerable family support for his choice: 
“Father's in favor, mother too. My older brother is just out of the Navy 
and he, too, is thinking of being acop.... My uncle was a cop.” 

Samson returned to school after working in the mail department 
of a chemical plant. “In the job they hired high school graduates and 
a college graduate, and they got the better jobs. It was just not the 
thing for me, so I came back to school. I just saw how much I had 
lost. Now it is good to be back. It is more interesting in school now. 
I am paying more attention, seem to enjoy it more.” Samson had left 
school because he had not been interested in his studies, but now that 
he is back, “studying comes to me easy now. . . . I don’t find it hard, 
as I did before. I can keep my mind on it... . Now I like to read 
history. And I don’t fall asleep in class. Everything moves faster now. 
It is not so boring. Also, the English classes seem more interesting. 
Everything made better sense when I came back.” With a strong oc- 
cupational objective before him, and with the knowledge that he can 
achieve it only if he passes a group of difficult examinations with good 
grades, Samson can now see the usefulness of school work. 

Simon is the fifth or, as he said, the “middlest,” of nine children. 
He is in the beginning of his senior year and is still uncertain whether 
he will work or go to college at the end of high school. He says that 
the decision is his whether to go to college. “If I want to I could, but 
I don’t have to.” His parents would like him to because “they had 


nobedy go and they want somebody in the family to go, and they 
think I’m best suited.” But Simon is not 


“Tve never gone to college,” 
who has been to college. He s 
me. If I went to college, I'd t 


to it. He thinks he would “like it if I was 


» however, that he would not like to work 
on the water front as his father does. “Sometimes he works two or three 


days without stopping. I'd like regular hours, If I worked like that, 


| 
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I probably wouldn’t be here very long. I catch things. I had pneumonia 
twice and I had convulsions.” Simon feels that his marks would enable 
him to enter college, and an elder brother who works for a large auto- 
motive company “would send me if I wanted to go.” But he actually 
does not know that he wants to go. Probably he will not, for it would 
take a much more positive determination to break through the manifold 
barriers, objective and emotional, which stand in his way. 

Valentine, who is scheduled to graduate within the year, thinks 
that this will end his schooling, except possibly for a few night courses. 
He is concerned with getting a “good job” when he graduates. “I want 
a job where I can advance. I don’t want to waste myself... . All I 
want is a steady income.” He says that he would like a job that is “inter- 
esting,” which to him means a job where he could be “a boss— 
somewhere where I knew I counted.” He has been taking an accounting 
course: “I was always good at figures in grammar school.” He points 
out, however, “I like to work outside. That’s one thing I’ve got against 
working in an office.” He says, “J figured if I get a steady job I can get 
all the clothes, I like clothes—my grandfather, we lived with him for 
eleven years; the old man was a very neat dresser; brother the same.” 
Valentine had had a delivery job in which he used to earn ninety 
cents an hour and “every week I bought a shirt and tie.” 

Two of these eighteen-year-olds, Simon and Valentine, have done 
little to prepare themselves for the job market, and since it is unlikely 
that even Simon will continue with his education, they can only take 
the best job they can find upon graduation and hope thereby to satisfy 
their interests and values. Valentine is primarily concerned with the 
returns; he is preoccupied with “clothes.” Simon wants to avoid ir- 
regular work or work where he is likely to become ill. These are his 
primary concerns. In contrast, Samson returned to school because he 


realized after a short work experience that he could never get a job 


which would entail a desirable type of work and prestige without more 


Preparation. 
We can now consider the two questions which we raised initially: 


Do adolescents in the lower income group follow a development in 
terms of norms by age and significant choice patterns similar to those 
followed by the upper income group? How do the restricted reality 
Conditions among the lower income group affect the choice process? 
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Julian, now fifteen, has been interested in engineering since his 
elementary school days and picked his high school in terms of this 
interest. It appears that he has capacities in this field and his choice 
is in harmony with his emerging values. He tells us that “I never thought 
seriously about what I didn’t want to do.” If he carries through his 
present plans and eventually becomes a draftsman or a designer, his 
pattern of choice will consist of a narrow range and probably early 
crystallization. 

What of the others? We do not know whether their choice patterns 
will resemble or be different from those in the upper income group. 
Among the latter, exploration, crystallization, and specification were 
made in the late teens and early and middle twenties. It is likely that 
many in the lower income group who enter the labor market at eighteen 
or even earlier undergo work experience similar to Samson’s from which 
they gain additional knowledge of themselves and reality, which aids 
them to crystallize a choice. On the other hand, it is possible that they 
will resemble more closely the “deviants” in the upper income group, 
because of their inability to resolve this problem satisfactorily within 
the opportunities and limitations of their environment. Our interviews 
cannot throw much light on the choice patterns of the lower income 
group except for the suggestive finding in the case of Richard, the auto 
mechanic, of early crystallization and specification which so closely 


resembles the pattern of Eric, the organist. 
But we can now answer the question of whether the choice be- 


havior of the lower income group during the tentative period tends to 
parallel our findings concerning the upper income group. When al- 
lowance is made for differences in verbalization and content arising 
out of the differences in the cultural environment, there are distinct 
parallels in the stages of development in the two groups. Although the 
lower income group did not include eleven-year-olds, the retrospective 
data furnished by the older boys clearly indicate that they, too, ex- 
perienced a sharp break in their approach to occupational choice at 
about eleyen or twelve when they abandoned the fantasy choices of 
childhood. Moreover, although the parallels in age and schooling are 
Not exact, the first stages of the tentative period, the interest and capacity 
Stages, developed on the basis of our interviews with the upper income 
group, have their counterpart in the lower income group. The fourteen- 
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year-olds who were at the beginning of high school gave definite evi- 
dence of having moved beyond the simple interest formulation to a 
consideration of certain reality factors, including a consideration of 
their capacities. 

The most striking parallel was the way in which the sixteen-year- 
olds of both groups considered their choice in terms of an expanded 
scale of values. Only in the last stage, that of transition, does the parallel 
become less clear, and even here there are some similarities. Patrick 
is looking forward to entering the Army, believing he will be guided 
there toward an occupational choice. As we pointed out earlier, his 
approach is similar to those in the upper income group who are looking 
forward to college for the same reason. But Patrick can only hope 
to test his reactions after he starts working. It would require a great 
many more cases from both groups to delineate more sharply the stages 
in the tentative and realistic periods and to establish the parallels be- 
tween the two groups. But our study of the lower income group does 
not lead us to question the general characteristics of the choice process 
which we developed from our study of the upper income group. There 
are, however, striking differences between the two groups with regard 


to the content of their ideas during the decision-making process. To 
these we now turn. 
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as they expect. In fact, it has been only within the last few years that 
any large number of this group have looked forward even to completing 
high school. A few of these adolescents did state that they were hoping 
to pursue a professional career for which attendance at college was a 
prerequisite. But a careful appraisal of their interests, capacities, and 
resources indicated that probably only one, Julian, was likely to carry 
out his intention, and even he expressed it simply as a hope. 

In the latter part of the tentative period, when the upper income 
group began to think in terms of values, they considered at first only 
those occupations which would permit them to achieve at least the 
same social and economic position as their fathers. A few hoped to 
earn more than their fathers, but they were the exception. Most of the 
boys underestimated considerably the difficulties which would face 
them in attempting to maintain through their own efforts the standard 
of living which their fathers had provided for them. In contrast, the 
lower income group were eager to improve upon the standards of their 
father, in terms of the type of job, the amount of income, and social 
status. There was only one exception. Luke talked about trying “to get 
a better job” than his father, but when asked to define a better job, 
he indicated that it was not primarily a question of income because 


“my father makes a lot of money.” Benedict, the youngest of the group, 


said that he would not like to do what his father is doing (collecting 


tickets in a movie house). “I want a nicer job, like mechanic. I like it. 
It’s a good job—good money.” This was the only overt reference made 
by a fourteen-year-old to the importance of finding a job which paid 
well, but probably the frequently announced ambition to become an 
auto mechanic was derived in part from belief that such a job carries 
good pay. Most of the fathers of this group were unskilled or semiskilled 
workers, so that a choice of “auto mechanic” represented a higher level 
of work—skilled—and probably was associated with both higher in- 


come and improved status. 
Other aspects of their job aspiratio 


by the sixteen- and eighteen-year-olds. 
est in a “steady job,” which is an understandable reaction to their 


fathers’ work. As Julian said, “My father gets laid off’; or, as Simon 
pointed out, his father, who is a Jongshoreman, “works right around 
the clock. Sometimes he works two or three days without stopping. 


ns were revealed, particularly 
There was pronounced inter- 
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Valentine said, “All I want is a steady income,” and added that he 
would never want to work on the docks because “I don’t want a slave 
job . . . accidents and a lot of strikes.” The frequency of accidents 
was referred to in many of the interviews as a reason to avoid working 
on the docks. 

The occupational expectations or aspirations of the low income 
group can be summed up in these terms: A job which would pay more 
money than was earned by one’s father; steady employment; skilled 
work; a job on which one was not liable to serious accidents. The em- 
phasis on “skilled work,” although based in part on the attached social 
and economic advantages, might have another root. It is the straightest 
path to accomplishing an important objective—to be one’s own boss 
and to have one’s own business, It is a relatively short step for a highly 
skilled mechanic who has saved part of his earnings to become the 
owner of a garage. And so, too, for the electrician who wants to be- 
come a contractor. For most of this group, to own a business is the 
outer limit of their expectations. No one fantasied about becoming 
a millionaire, but almost everyone was able to anticipate the possibility 
of owning a business, 

The differences in exposure and stimula 


tion in the environments 
of the upper and lower inco 


me groups contributed to differences in 
decision-making, for Occupational choice is greatly influenced by family, 


community, and school. In the upper income group, the parents provide 

ies for their children, Many children are 
ince the cultural advantages provided by the 
by the stimulation of the school enyironment 


in their homework and “projects,” 
negative attitude toward educatio 


n will severely narrow the range of 
occupational Opportunities, 
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to look to the school for support in making occupational decisions. For 
the most part their parents are not able to aid them in assessing the 
relative advantages of different types of preparation. The adolescents 
seldom are acquainted with anyone who has been to college, and there- 
fore their ideas about college are certain to be unrealistic. They come 
from a nonacademic environment and have enjoyed none of the ad- 
vantages of travel or cultural recreation. They have learned little, if 
anything, from their part-time jobs other than a clearer recognition of 
the types of work which fail to yield any real satisfaction. Their earnings 
from part-time employment, which frequently are quite considerable 
—fifteen to twenty dollars a week—may intensify the pressures to 
leave school in order to attain a maximum degree of independence 
as soon as possible. 

In the upper income group the school can make a significant contri- 
bution during the tentative period of decision-making if the quality 
of instruction is such that the students find their work interesting. But 
as long as the school insures that its curriculum will enable the adoles- 
cents to gain admission to a good college, it will discharge its major 
responsibility. For this group, the secondary school can doubtless in- 
crease its contribution with respect to occupational decision-making, 
but its shortcomings are not vital, for the crucial steps in that direction 
will be made in college. 

On the other hand, the performance of the secondary school is 
strategically important in the decision-making of the lower income 
group. A large part of the student body is now encouraged to select 
a vocational course; if they do not, they are usually assigned to the 
general, instead of the academic, course, on the assumption that since 
they are not going to college, they will be able to gain more from a 
Curriculum which offers a larger number of electives. There are at 
least three facets to the role of the school for this group. First, unless 
the individual is helped to select courses that will interest him, he will 
learn little and will leave school as soon as the law permits. We have 
noted that the families are unable to give constructive educational 
guidance. Hence, the children will place considerable importance on 
advice offered by their teachers, particularly if the recommendations fit 
in with their own aspirations. Many boys told us, for instance, that 
their attention had been directed to accounting by a teacher who found 


154 THE LOWER INCOME GROUP 


that they were good in mathematics. Certainly, there is much to be 
said for a counseling process which makes use of the demonstrated 
strengths of the student. But there are many dangers in such simple 
translations as from above-average grades in mathematics to a voca- 
tional choice of accountancy. 

Perhaps the major challenge to the secondary school whose student 
body is comprised of youngsters in the lower income group is presented 
by the potentially superior student who, unless he is identified and 
encouraged, will not know how to make the best use of his resources. 
We noted that Richard benefited from the advice of an adult friend 
who helped him select a school. But such informed guidance is rare. 
We do not know whether Samson could have been helped to stay in 
school, but a boy like Julian, who is lookin 
engineer, has real need of su 
of most of these boys are un 
to choose, they have encou 


g forward to becoming an 
pport and guidance. Although the parents 
able to offer expert advice on what courses 
raged their sons to finish high school. But 
in addition to parental support, these adolescents need the kind of 
guidance which only the school is in a position to offer. 

These differences betw 


realization of their final igh school senior 


‘ing forward to studying medi- 
cing the long period of prepara- 
nts would assist him financially 
ed his studies. It is interesting 
n the lower income group who, 
forward to being a doctor; and 
t this choice “did not suit him.” 


THE LOWER INCOME GROUP 155 


to do so; but frequently they do not even consider it. Their environment 
obscures the appropriate translations of interests and capacities into 
realizable occupational choices. Boys with mechanical interests and 
ability are not able to think beyond becoming a mechanic or electrician 
or obtaining one of the semiprofessional jobs that are closely related 
to engineering. 

The process of occupational choice determination among the lower 
income group suggests that with a few notable exceptions it can be 
characterized by two terms: passive and stunted. These adolescents 
convey the impression that although they have considerable concern 
about entering the job market, they believe that there is little they 
can do about it in advance beyond selecting a high school where they 
can pursue an appropriate vocational course. Almost every boy hopes 
that this will enable him to escape from following his father’s occupa- 
tion; he looks forward to finding work which will yield a higher income 
and steadier and safer employment than his father has. But just when 
the boys begin to understand themselves and reality and are in a 
Position to explore the opportunities which might contribute most to 
their eventual occupational adjustment, they find themselves at the 
end of the conventional period of schooling. They will be able to make 
adjustments and changes after they enter the job market, but only 
within a range limited by the amount and type of formal education 
which they have previously acquired. 

Their opportunities and limitations can be conveyed by presenting 
in full the interview with Samson, the eighteen-year-old who, after 
Spending a short time at work, returned to school to improve his pros- 
pects. He has definite choices and is determined to exercise them. 
A comparison of the interviews with Samson and Robert (the college 
freshman from the upper income group) demonstrates the tremendous 
differences growing out of the contrasting social and economic back- 
grounds. 


INTERVIEW WITH SAMSON 


Q: What school do you attend? 

A: Textile School, 3rd year. 

Q: Why do you go there? ‘ 

A: It’s closest. I was going to take up electricity; now I shifted. 
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: How interested are you in what you are doin g now? 

: It looks good; I shifted just this term. 

: How did you become interested in electricity? -A 
My brother's in that; rd help him out; just got used to using my 


OO 


hands. 


When did you first become interested? 
A little before high school, about 
What is your father? 
Longshoreman. 


: Is he satisfied with his work? 
Yes, 


: And do you want to do that type of work? 
: He don’t want me to do it. He wants me to do something better. 
One brother is on the railroad, one in bookbinding. 
Q: What are you looking fi 


orward to doing? 
A: I want to go on the police force. 


Q: How long have you had this idea? 

A: About four years ago. M 
to Delehanty School. Then he e 
go on the police force as soon as he came home. 

Q: What are the advantages of being on the police force? 

A: You serve twenty years and then Set a pension; you carry hospitaliza- 
tion for the family, 

Q: About how old do you think you'll be when you get married? 

A: Not too old, about twenty-four, but I am settling down only when I 
have a good job. 

Q: What are your general plans? 

A: First I'll finish school and then I might go to Delehanty for a time. 
ist for the police force. At that school 


thirteen, fourteen years old. 


OROROORO 


y brother, before he was graduated, he went 
nlisted and he was killed. He had wanted to 


they hired high school graduates and a college graduate, and they got the 
better jobs; it was just not the thing for me; so Į came back to school. 

Q: How old are you now? 

A: Eighteen. I just saw how much I ] 
more interesting in school now; I am pa 
enjoy it more, 

Q: What is your typical day? 

A: In school from nine to three, the: while, about two 
hours per day. Then I play some ball. We own to play basketball. 

Q: You don’t work on the side? 

A: No, not now, not until the summer-time, 


Ost. Now it is good to be back. It is 
ying More attention and I seem to + 


n I study for a 
god 
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Q: And in summer, what? 

A: I might get a job with an electrician, as a helper. Just for the summer 
—to pass the time away. 

Q: And what do you do on week ends? 
` A: I go to the movies or to Central Park with the fellows and the girls; 
in the summer we go to the beach, sometimes play ball; read a bit. 

Q: During the week do you read a lot? 

A: Yes, novels, some true stories; I like movies, action movies, boxing 
movies. I used to box; I like action pictures, mysteries. 

Q: Did you talk it over in school and at home about becoming a cop? 

A: Yes, Father thinks I should go right ahead. My uncle was a cop. I 
don’t remember him much. After he retired he moved to Florida. 

Q: Do you like the idea? 

A: Yes. It’s nice to know you can retire. Father’s in favor; mother too. 
My older brother is just out of the Navy, and he, too, was thinking of being 
a cop. But he’s got the advantage, he’s older. I've got to wait until I am 
twenty-one. Then the test comes up every four years. 

Q: So you don’t know when you'll take the test? 

A: No, but my brother's got a book; it’s all explained there. I read it 
once in a while. 

Q: Do you like school now? 

A: Studying comes to me easy now. I go to the gym every day. I don’t 
find it hard as I did before. I can keep my mind on it. 

4 Q: If you had no need to make money, what would you consider an 
ideal job? 

A: Still the police force. 

Q: What do you like about it? 

A: Just the idea to help somebody in some way or another. You're al- 
Ways bound to help somebody. Tve talked to cops. They’ve told me I have to 
80 to high school to pass the test. 

Q: What would you consider happiness in life? 

, A: (Long pause; the following was extracted by leading questions.) Pd 
like to live in the country. Somewhere in New Jersey. It’s nice and quiet. Too 
noisy sometimes here. But there is less to see there of different places and 
things. I like to see different things. 

Q: What would you do after retiring from the police? 

kd A: If I am still young, Td like to get another job. I would not like to sit 
around, I’ve got to be always doing something. Always on the go. 

Q: What other job would you consider? 

A: (Pause) Maybe I'd take up some hobbies on an electrical basis. My 
brother’s on the railroad. He’s been on the first and same job for fifteen years 
He’s a real family man. He doesn’t smoke, doesn’t drink. He gets a lot of an 
Out of work. 
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Q: How much longer do you have to go to school? 

A: One and a half years to go; this time I have a chance to make up what 
I lost when I quit. I am keeping up pretty well, maintaining 75 average. Tm 
getting pretty good marks, and I’m also taking up Italian. My father is Italian 
but we don’t speak it at home. Some of my brothers speak it a little. 

Q: Do you spend most of your free time with boys or with girls? 

A: Usually the whole gang goes out together. We take trips together. 
We've got a nice group here. We go to a dance on Sunday. At times it’s just 
the boys by themselves. 

Q: Why is school so much better now? 

A: It’s altogether different now. They cut out two hours every day. They 
start one hour later and quit an hour earlier. And the teacher is good. When 
he explains something he does it so that he makes you feel you want to stay 
with it. Now I like to read history. And I don’t fall asleep in class. Everything 
moves faster now, it is not so boring. Also the English classes seem more in- 
teresting. Everything made better sense when I came back. And everybody 
was glad when I came back, the folks and the friends. 

Q: What do your friends want to do? 

A: Well, one is down in an insurance co} 
uate. Really we don’t talk much about it in 
goes to school where he practices h 
follow that through. Then there is 


mpany. He’s a high school grad- 
the gang. . . . Another fellow 
andstands, gymnastics, and he wants to 
one that is not interested in nothing. He 
quit school and he quit his job. He does nothing, he sleeps, goes to movies, 
and so on. Just does not want to do anything. He’s not smart. Can’t read or 
write. Can’t get anywhere. My small brother is also taking up electricity on 
motors of cars. He’s at Chelsea. He’s got some good teachers, just like the one 
I had; he was one of the fellows, he teaches the new things, not from books, 
he teaches methods. Some of the older teachers teach from the book, always 
the same thing. My little brother is sort of wild. He kind of likes to run around, 
He’s got his own mind what he wants to be. He’s fifteen, ~ 
Q: How many of your gang quit school? 
A: Most of them quit. One or two we 
a job, but did not know what kind of j 
cause they wanted to be big shots in a 
the idea of letting the girls know they are in school yet. 

Q: How is it that you are different? 

A: They were young, making themselves look older. They'd go out to 


the bars, and where they should not go, make themselves look like a million 
dollars, when they got nothin 


& go out with anybody, and get drunk. But 
don’t get drunk, really drunk, a hc 
Q: Why? 


A: Just some of the guys keep together out of mischief, and the others 
were influenced by a couple of guys that they went with; the kind that argue 
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with the teacher in school, and get into a brawl in a bar, and are brought 
home by the cops. Most of the guys that quit got jobs that pay low money and 
can’t get no advancement, that is the type of job. . . . You see, I figure you 
can’t get along on $30 all your life. s 


Chapter 12 


WOMEN 


I N THIS CHAPTER the factor of sex rather than economic status in the oc- 
cupational choice process is studied, Just as we were not primarily con- 
cerned with exploring the process in detail among the lower income 
group, so we are now not concerned with the full ramifications of the oc- 
cupational decision-making among the women interviewed. In both 


instances our primary intent is to determine the applicability of our 
theory to these different groups. 


niors were twenty-one or twenty-two. This 
y to college women whose ages corresponded 
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That’s about all he does. My mother does too... . Maybe it’s just 
messing around in the paint that I like. I've always done it.” Alice 
recalls that before she entered high school she was “going to be a 
veterinarian. My sister now is the same. We grew up with animals.” 
Barbara, when asked whether she had any occupational choices prior 
to her current interest in comparative religion, replied, “Mercy, yes! 
Aviation was my first love, about seven. I found out it was utterly 
impossible from the point of view of eyesight, if nothing else.” Helen 
said that her first introduction to music, her present field of study, 
was at an early age. “Since about four or five I’ve been studying . . . 
always been interested.” These examples indicate that during the period 
of fantasy choices the girls, like the boys, think of the adult’s world 
of work in terms of their immediate desires without much concern 
about the feasibility or appropriateness of the work which they have 
chosen. 

In the tentative period, the parallel to the boys is marked. Ellen 
recalls that between twelve and fifteen she “wanted.to be a physical 
education teacher. I’ve always loved sports—thought that was an ideal 
life.” In fact, she states that she even made her college plans in terms 
of this choice. She also recalls that her family was very upset about 
it. She has no clear idea why she gave it up: “When I got into college 
I forgot about it—I couldn't have been very intent.” Maud said that 
she first “wanted to go into something with writing about the age of 
twelve.” Alice had a year of chemistry in high school and “just loved 
it. . . . When I came to Barnard I was going to be a chemist. I was 
all set but it was much too difficult.” Joan tells us that “I came across 
an old piece of paper, as a matter of fact, that I wrote on when I was 
about twelve, and I had down dress designer, mother, artist. Then, 
I think, I wanted to be a dancer at about fifteen. I didn’t take very 
much dancing for one thing. I stopped when I was ten. Wasn’t really 
very interested in it. I started again in college and decided I wasn’t 
Seod enough. I didn’t really think it would make use of what other 
talent Thad.” Earlier in the interview Joan told us that she was majoring 
in Zoology because she wanted to be a medical illustrator: “I decided 
about three years ago that I wanted to be a medical illustrator. I’ve 
always been interested in art and drawing. . . . I always have drawn 
since I can remember.” 
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Barbara, who had wanted to be an aviatrix as a child and said 
she gave it up because of poor eyesight, later thought of journalism 
as a career, but “I decided it wasn’t the kind of life I wanted to lead. 
Singing was very important. . . . When I was sixteen I started taking 
lessons. I had always been vaguely interested. . . . Mother is of the 
opinion that I have a beautiful voice and that the Met is missing some- 
thing. I don’t think I have a great voice, although I could have a career 
at it. But I wanted definitely to be known in that field if I followed 
it.” Katherine says that she “thought once I might want journalism, in 
the ninth grade. Dropped it because I wasn’t too good in English or 
in expressing myself. Then I thought of chemistry in high school, 
but then I dropped that. I thought more or less it was too hard a 
course.” Juliana, a senior, states that her initial interest in Girl Scout- 
ing arose out of her experiences as a camper at the age of twelve and 
fourteen. This is the field in which she hopes to find employment. How- 
ever, she said, “Before I came to college I had some idea about chemistry. 
I liked physics in high school—I didn’t do very well and gave it up.” 
Agnes, also a senior, who majored in history, says: “I intended to take 
chemistry when I was here as a freshman—I had chemistry in high 
school. When I saw the trouble chemistry majors had, I didn’t want 
to start. . . . I probably would have taken chemistry if other people 
hadn’t discouraged me.” 

These quotations indicate that the girls, like the boys, make an 
initial selection on the basis of a field of interest: “I loved chemistry”; 
“Tve always been interested in art”; “Singing was very important.” 
The girls also indicate the way in which considerations of capacity 
either reinforced their initial interest or led to its abandonment: “I 
decided I wasn’t good enough”; “I’ve always drawn since I can remem- 


ber”; “I don’t think I have a great voice”; “I wasn’t too good in Eng- 
lish.” Later, values play a part: 


of what talent I have”; “I de 
to lead”; “I wanted defini 
hard a course.” The first 


uncertain because we 
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In the tentative period, for both the boys and the girls, the strategic 
factors on which choices are based appear to emerge at about the same 
age levels. This parallel holds until the last stage in the tentative period, 
the stage of transition. In contrast to the boys, the girls did not look 
forward to college to help them resolve their choice. In fact, several 
considered going to college only in their last year in high school and 
almost all of them delayed making a decision until the last moment. 
Boys, when they enter college, are considering ways and means of 
eventually entering the working world; they are concerned about the 
type of work which they would like to do, and the conditions under 
which they would like to work. They are aware of other aspects of 
a life plan—when to marry, the community in which they would like 
to live—but for most of them the question of an occupation is central; 
other issues remain peripheral. The pattern is reversed for the girls. 
Their primary focus is on marriage and on the type of life that they 
want to lead as wife and mother. They, too, have an interest in work, 
but for most of them planning for marriage and a family is central and 
the work problem is peripheral. The difference in the focus of the boys 
and the girls is in their goals and values. Necessarily, this is reflected 
in the approach to college. 

To girls in this social group, college presents an opportunity for 
broadened social experience and for self-development. As Agnes put 
it: “I think a lot of coming to college is getting away from home, and 
what that signifies is learning to bear responsibility. And if they don’t 
get much out of it, it’s their own fault. Usually they get enough re- 
Sponsibility so they do the work, prepare for exams, etc. Community 
living is awful hard for them, especially the responsibility. One thing 
I’ve been trying to figure out is the percentage that come for a good 
time. It seems to me that a great many of those are the ones who are 
getting married immediately upon graduation.” Although marriage and 
planning for a family are the main concern of most girls in this group, 
they are not necessarily oblivious of, or indifferent to, the challenges 
Presented by the educational system and their occupational choice. 
Some of them are able to integrate their plans so that they can con- 
Sider both marriage and work. Others even give priority in their planning 
to work. But the conclusion that emerges from a review of the material 
Suggests that most of the girls are marriage-oriented. 


164 WOMEN 


The boys considered marriage as an eventuality which they could 
postpone until they had completed their education and begun work. 
Only then would they assume the responsibilities of marriage and a 
family. They are very matter-of-fact about it. The opposite attitude 
of the girls must be appreciated in order to understand their approach 
to an occupational choice. 

First, there is the question of whether or not they will get married. 
Most of them hide any insecurity they may have, but Katherine’s atti- 
tude is probably typical. She says, “I don’t know. Just one of those 
things. It comes or it doesn’t.” She would like to marry two years after 
she graduates and thinks she probably will, but realizes that it is a 
probability, not a certainty. Maud is the only one of the group who 
is uncertain that she will want to marry: “For several years I decided 
I didn’t want to get married at all... . I want to be well started in 
whatever I’m doing if I get married at all.” 

Next there is the uncertainty about the age at which they are likely 
to marry, Maud, whom we have just quoted, said, “Not until at least 
twenty-seven.” Barbara stated, “ 


marry at twenty-seven or twenty-eight; 
Id be hard.” But another senior, Phoebe, 
said, “I wouldn’t mind getting married right now, though I’d wait until 
I got out of college.” The rest of the group think of marriage as within 
a year or two after graduation, 

The girls cannot have any clear 
they are likely to lead if they do mar 
siderable measure on th i 


| 
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Joan feels that her future husband “should support me if he can, and 
if he can't, I should help to support the two of us.” Ellen is more nega- 
tive about working after marriage: “I feel after I get married I would 
not want to work. . . . I've just felt that way. Of course, if I had to 
work, I suppose I would.” Alice’s future plans “all depend on the 
financial situation—if we have money, Id like to have children right 
away; really on the whole I would rather not think of working . . . 
only if it’s necessary.” And Helen is not going to work—“Very definitely 
not, unless I have to—I don’t think I'd be able to mix marriage and 
a career.” 

The fourth factor is the question of when to have children and 
how many. The girls frequently talk in terms of four and five. Most 
of them think of starting their families two years or so after marriage. 
Helen says, “I seem to be the only person in my crowd that wants to 
have children right away. Some of them say in a couple of years. Won't 
be able to afford them earlier. They seem to feel they want their hus- 
bands to themselves.” Barbara thinks that a housewife has quite a 
problem: “I think that housework and four children is a handful, and 
if possible I would like a little assistance. If I could have help, then 
I would think I should like to work and have someone to take care 
of them, I wouldn’t want to leave the raising of children to them, 
however. But it would be the kind of work where I would have time. 
I don’t want to be a’harried mother.” Joan recognizes that “getting 
involved with a family once you're settled makes it hard to get out 
and get a job again. You'don’t have the time. Probably I may not need 
income from work, and that might mean I wouldn't want to.” 

Finally, these girls contemplate the possibility that their future 
husbands might object to their working. Joan states that if her husband 
objected, “I wouldn’t work probably. I'd go on painting.” Barbara would 
like the kind of husband “who would want me to do what I wanted 
to.” But she feels sure that if she were in love with a man who did not 
Want her to work, she would not hesitate to marry him. 

Since marriage and a possible family are necessarily uncertain 
aspects of the future, the future of these young women is to a con- 
Siderable degree beyond their own control. Of course, no individual’s 
Planning can ever be completely definite, but by and large, young men 
can make a plan for their occupational future and carry it through. 
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The future life of these young women will be largely determined by 
the several factors which we have just outlined—whether they marry, 
when they marry, whom they marry, when they have children and 
how many, and finally, the specific attitudes of their husbands toward 
their working. 

Because so many uncontrollable factors will influence the future, 
several girls approach the role of work in terms of insurance. Helen says, 
“A lot of them seem to think they should prepare for a career later on 
in marriage, in case something happens to their marriage—the psy- 
chology books point that out.” And Katherine expresses the same point 
of view in these terms: “I don’t think much about a career but the 
family want me to have a profession or something I could get into in 
case of difficulty.” In addition to this awareness of a possible need to 
earn a living is the insight that their ability to maintain the interest 
of their husbands will depend in part on their “outside activities.” 


Katherine remarks, “After a certain length of time, unless you have 


ant.” Juliana, who hopes to 


“If you didn’t need the money, you could find things to do—hospital 
work, etc. The point of it woul 


d be to widen your interests and get 
y out of the house. I think that’s better than holding down a routine 
job.” 


Although many realize that condition, 


s may arise that would force 
them to earn their living, and that in a 


> this group is quite unconcerned 
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job. The thing I expected of history and of all my college education 
was sort of a broadening and a general background, from which I could 
start out in almost anything—other than science, etc. Start out in an- 
other school, I mean—graduate school.” 

There are further indications of the disinclination of several of the 
girls to make a large investment in preparing themselves for work in 
light of their primary interest in marriage. Joan says, “Medicine would 
take too long, and I couldn’t go through that and I don’t think I have 
enough interest to go through.” Although she is planning to be a medi- 
cal illustrator, she pointed out that she is not contemplating taking the 
course at Johns Hopkins because “I didn’t want all that education to 
be wasted so I decided to take the short course.” Although Barbara 
knew that she had a good voice, she decided to shift her major interest 
away from music because “the training is such a big sacrifice, and I 
thought it wasn’t worth it.” 

These girls do not convey the impression of struggle which was 
generally reflected by the boys during the period of realistic choices. 
They rarely refer to what a job will pay. Barbara’s formulation typifies 
their vague approach to reality: “If I were supporting myself and no- 
body else—I don’t know how much you can live on in New York. 
Don’t know if Pd be worth between $5,000 and $10,000, but that’s 
what rd want. I wouldn’t get that in religion. If I decided to go into 
it, there would be other compensations. The only time I would really 
Want an awful lot of money would be when I didn’t like the work.” 
There is nothing unreal about her planning to “sacrifice” some income 
advantages in favor of direct work satisfaction, but it is noteworthy 
that she fails to consider concretely the type of jobs that might be open 
to her in the field of religion or the basis of her being able to earn 
$5,000 to $10,000 in a different field. 

Their central focus is not upon the working world; they are pri- 
marily engaged in developing themselves. Their “reality problem” is 
largely one of internal development, which finds expression in their 
Preoccupation with values. It should be emphasized that by the late 
teens and early twenties, marriage and a family is their central concern. 
Although they doubtless considered these problems at earlier stages 
of their development, they are now increasingly preoccupied with them. 
Joan talks of marriage as “a more personal thing. A career doesn’t make 
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as much difference in the long run.” Ellen, who is trying to increase 
her knowledge of literature and the arts, points out that “I shall be 
able to read anything—I do read plays, poetry, anything—and have 
my own personal appraisal that is founded on something besides ‘I 
don’t like that or I do.’” Alice says, “I don’t have any faith. P’'ve been 
searching. The way I’ve done that is just to go to different churches.” 
The interviews reveal many further indications of the girls’ preoccupa- 
tion with various values and the importance they ascribe to clarifying 
them as an aid to self-development. 

Despite this introspection, it is noteworthy that only two girls 
manifest any anxiety about the possible shortcomings of marriage. We 
referred earlier to Barbara, who witnessed the marital failure of her 
two sisters. The only other critical comment was made by Maud, who 
remarked that her heightened interest in work probably grew out of 
the fact that “I decided marriage wasn’t such a golden dream. It just 
sort of seems so nice and smooth. Our family is very happy.” But the 
generally optimistic attitude toward marriage and the failure to con- 
sider the fact that all their hopes and desires may not necessarily be 
fulfilled in marriage are evidence of some immaturity on the part of 
these young women. 

One interesting manifestation of the subjectivity which typifies 
these interviews is the “gushing” nature of the interview itself. It is 
true that we added several questions about marriage and family life, 
but the girls talked faster and at greater length than the men. An- 
other, and probably more important, manifestation of their subjectivity 
is the evidence of a slower emancipation of the girls from their families; 
closer relations continued to exist between them and their fathers than 
in the group of boys. Many girls explained their presence at Barnard 
in terms of parental, primarily paternal, preferences. Helen said, “Well, 
ar hF or me a list of colleges which he wanted me to go to.” 

said, “My father had a list of schools—he left me a choice 


Bee a choice. . . .” Katherine stated, “Tt was my father’s choice for 
me. He wanted me to go to Smith or Hol i 

oke, bu i i 
so I came to Barnard.” y Blidicnt peein age 


This close relation between father and daughter was not limited 
to the single decision of a choice of college. Ellen, in discussing her 
choice of English Literature as a major, states, “I'm sure my father 


WOMEN 169 


would like economics or government. He thinks it would be good knowl- 
edge for me to have. He’s raised the issue, though he’s never said ‘Let’s 
sit down and talk about it.’ I have taken some government courses. . . . 
He doesn’t object; he just says, wouldn’t I like to take some more eco- 
nomics and government courses.” Later, she points out that her father, 
who is in the publishing business, hopes that she will enter radio or 
publishing, or possibly sales work. “He knows me—it’s a difficult field; 
he knows if I want to do it, I will do it.” Ellen says of her father, “He's 
achieved a great deal in my eyes—and his own, modestly. And, of 
course, it's much more meaningful to a man.” Despite this close rela- 
tionship, she feels sure that “I'd never go into business with him.” About 
this, Katherine has much the same attitude, in fact, she generalizes 
it: “I don’t think fathers and daughters work too well together.” Joan 
explains her interest in medical illustration as an outgrowth of parental 
suggestion, “I just talked to my father.” A point to note is that her father 
paints for a hobby and is in the drug business. Phoebe, who came to 
Barnard “because my father thought it was a fine university and he 
knows quite a bit about universities,” went on to explain that when 
she became interested in radio, “my father was dead set against it. 
It was only after he came down to the station and saw how they were 
working that he was willing to give his approval.” Agnes tells us that 
her father “originally thought it would be fine if I went and worked 
at his office. I spent some time there and I found it frustrating.” Later 
in the interview she states, “Maybe it’s just because it’s that office which 
I have built up resistances against. Don’t want to work for my father 
or Fd be there until I got white hair.” 

The girls seem to have a less intimate relationship with their 
mothers, Joan summarizes this when she replies to the question of 
whether her classmates are following their mothers’ life patterns. “Quite 
a few of them are. Or else they are influenced by their mothers’ mis- 
takes, you might say. Their mothers may have wanted to have done 
Something and have influenced their daughters in that direction.” But 
only Barbara is under specific pressures. She states that she is at “swords’ 
points” with her mother who wants her to continue with singing les- 
Sons, although she herself would prefer to stop them. Most of the 
mothers keep busy through participation in community activities. Helen 
Says of her mother, “She works on charities—and is frightfully inter- 
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ested.” The girls have not become aware of any major dissatisfaction 
of their mothers and they are, therefore, willing to contemplate follow- 
ing in their footsteps. 

The analysis up to this point suggests that the occupational decision- 
making of these girls from upper income families is a fairly loose and 
amorphous process. This can be explained in large part by the im- 
portant role played by internal factors in their development, and, of 
course, by the fact that they are largely free of the reality pressures 
that men face. Although this is the general contour of the process, there 
are recognizable differences in their approach to work. However, these 
differences cannot be analyzed by making use of the same schemata 
that was developed to understand the process in the men. The men 
pass through the stages of exploration, crystallization, and specification 
because preparation for work is the primary focus in their develop- 
ment. But work does not have central significance in the lives of girls, 
at least for those from this socio-economic group. For this reason it 
is necessary to establish a different category scheme which will dis- 
tinguish whether the girls are work-oriented or marriage-oriented, or 
whether they seek to reach a balance between the two. 

We had only one work-oriented girl in our group. Maud relates 
that she was uncertain whether to attend Barnard or Bennington. The 
latter attracted her because “I was interested in the work periods there. 
I never worked, and I wanted some experience as a guide to what to 
pick—it seemed rather good as a system.” She is majoring in English 
Composition: “I was about twelve when I decided. I wanted to go 
into something with writing. I was writing children’s books, The idea 
occurred to me as a pastime and I got interested in it. I knew horses 
and liked writing about them. I really got interested in writing in board- 
ing school. I sort of grew out of the horse stuff. I'd like to go into ad- 
vertising and then write on the side. It’s the first connection between 
English and a job.” Currently she is a feature editor on the college 
paper, and recently she obtained a week-end job ona large metropolitan 
newspaper. “I never worked before and I thought I wanted to know 
what it was about.” She explains that she would like to make enough 
money to enable her to live comfortably, but says, “That’s not pimay. 
Something that's interesting. An area that will make use of my talents; 
for instance, my writing. I like thinking up new ideas and planning 
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things, like an advertising campaign.” Maud is the one who thinks 
that “marriage isn’t such a golden dream” and she points out that she 
“always thought more about doing something in work—that was fore- 
most.” 

In contrast are the girls who believe that almost all of their future 
satisfactions will derive from marriage. They are the majority of our 
cases. Helen is quite certain that she will not be able to mix marriage 
and a career. Although she has been taking music lessons and apparently 
has some talent for music, she is quite certain that she would never 
have the ambition to really do anything with it. She explains that if 
a youngster of eleven practices eight hours a day, he is “either being 
pushed or lacking some balance.” Beyond everything, she is looking 
forward to “a happy home and a happy family . . . and I think getting 
on with children is very important, having them respect you and yet 
love you, and I don’t know—just feeling completely at ease within 
the family circle. Friendship and happiness with the parents themselves 
seems very important. I don’t think there’s very much more that’s neces- 
sary really.” Helen is the one person in her circle who wants to have 
children right away. Toward the end of the interview she commented 
that she had read Modern Woman, the Lost Sex. “I think it’s a little 
bit biased. I don’t think modern woman is in such terrible straits.” 
These attitudes are characteristic for the young woman who is pri- 
marily marriage-oriented, although Helen is more definite in her ap- 
Proach than some of the others. 

Between these two extremes are those who look forward to finding 
their major satisfactions in marriage but who expect to work. In ap- 
Proaching the question of how to gain the most satisfaction out of their 
future lives, they reveal a real desire for achievement through work. 
Juliana, a senior, is looking forward to working with the Girl Scouts. 
“I know very well you can mix these two very easily. You can be 
Married and hold down a Girl Scout job.” She thinks that even after 
She has children she would like to work. If her children “don’t need 
Someone around all the time, I think it’s good to have a part-time job.” 
But she is not committed to the idea of working, at least not to a career; 
if she married a man who objected to her working, “Td do other things 
that would keep me busy . . . not a career.” Joan says, “I want to 

e a good medical illustrator; be satisfied with my work and happy 
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with it. Able to earn a living. I don’t want to just throw things together; 
I want to do the best I can and be recognized as fairly good.” She 
wants to work “full-time before I’m married, part-time after. I think 
you should have an outside interest in something to keep your life 
from getting into a rut.” But interestingly enough she, too, would not 
make an issue of working if her husband opposed it—“wouldn’t work 
probably; Pd go on painting.” 

Now that the three types have been sketched—the work-oriented, 
the marriage-oriented, and the combined approach of marriage and work 
—additional consideration will be given to the detailed attitudes of 
each group to work. We have but a single work-oriented case—Maud. 
The question arises whether her development parallels the occupational 
decision-making of the men. Her original choice, “something to do 
with writing,” was made when she was about twelve. This interest 
deepened in boarding school when she gained some experience on the 
school paper. At that point she outgrew the “horse stuff” which had 
been the subject matter of her early writing; this was in her fifteenth 
or sixteenth year, which coincides with the value stage. Maud talks 
about work that makes use of her talents, indicating that she has given 
consideration to the capacity problem. At one point in the interview 
she states that she would “like to go into advertising and then write 
on the side”; later she says, “I’m not too certain whether I want to 
go into an advertising agency directly or work there for preparation 
first.” In her own words, “This is the first connection between English 
and a job.” Thus, she has not yet fully crystallized her choice but is 
very close to it; she has narrowed the area in which she hopes to work 
but has not quite evolved the most satisfactory translation. She knows 


that she would not like “any supervisory work, Td rather work alone 
than be telling other people what to do”; and despite her interest in 
riding she does “not want outdoor jobs. I 


"ve never been very athletic.” 
The pattern of her decision-making shows a relatively early tentative 
choice which is reaffirmed and, therefore, she has given little considera- 


tion to possible alternatives, But in addition to these parallels to the 
decision-making process of the men, there are certain differences, Maud 
is willing to entertain the possibility that she wil] marry, not immediately 
but in her late twenties. This fact alone introduces uncertainty, and 
helps to explain why she contemplates learning shorthand and typing: 
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“I might even go and be a typist or secretary.” Thus, even the most 
work-oriented person in the group is less concerned about an occupa- 
tional choice than are the men. 

Many of those whom we have characterized as being almost ex- 
clusively marriage-oriented do, of course, give consideration to work 
choices. In the first place, they look forward to purposeful activity 
outside of the home after marriage; however, it is primarily voluntary 
activity and of secondary importance in their total scheme of values. 
Ellen says, “Well, there are plenty of things I am interested in—I could 
do a lot of reading; plenty to do in the house and community things 
we'd participate in, aside from music and art.” When Alice was asked 
whether she ever thought of working after marriage, she replied, “Yes, 
if necessary,” but then went on to say that she thought of fulfilling 
her interest in education “in connection with the P.T.A.” 

Secondly, the girls have tried to select courses that would fit in 
with their preferences. Ellen knew that she couldn’t consider “any- 
thing that was computational, or statistical, or scientific. I wouldn’t 
mind that, but I don’t feel that I could do it.” She found statistics par- 
ticularly boring. Katherine selected economics as her major, “more or 
less by a process of elimination. I eliminated the sciences because I 
didn’t have the background. If I had gone into chemistry, I would 
have had to have math, all the way through calculus, and physics; and 
it's stupid to go into something like that and be over your neck in 
work. I eliminated languages because of trouble in English. Not efficient 
in that.” Agnes explains her selection of history by saying, “I was foul 
in languages,” and “I probably would have taken chemistry if other 
people hadn’t discouraged me.” We see here the narrowing of the field 
of choice through consideration of interests, capacities, accumulated 
background, and the evaluation of an additional investment of time. 
Similar to the men, these marriage-oriented girls also discard alterna- 
tives, if only to help them clarify their educational choices. 

They realize that there may be an interval of several years between 
graduation from college and the time when they marry and have 
children, They therefore give some consideration to working during 
this interim. Since they do not have very strong work drives, their 
willingness to consider stenographic work, which at first might seem 
anomalous, appears quite reasonable. Only Alice says that she has an 
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aversion to it. The more typical attitude is Ellen’s: “I wouldn’t mind 
being a stenographer. It wouldn't be too bad.” 

Those whom we have designated as having a combined goal, pri- 
marily marriage but with a desire to express themselves also through 
work, differ from the marriage-oriented group in their effort to tie their 
collegiate education more closely to their future work. Joan is majoring 
in zoology because she wants to be a medical illustrator. Juliana “was 
interested in people” and selected sociology as her major “because 
you have more background for working with people if you have a 
sociology major than you do with a science major.” But despite their 
greater orientation to work, these girls, too, recognize that they may 
use shorthand and typing as a wedge to find a good job. 

Although some of the boys went through college without con- 
sidering explicitly the relation between their field of concentration and 
their future work, they were, on the whole, the exception. The reverse 
is true of the girls. Barbara, whom we classified as being oriented to 
both marriage and work, said, “I’ve taken the things I was interested 
in and want to know about, not how to make a living.” And later in 
the interview she remarked: “Well, I think the kind of thing I’m inter- 
ested in is that you do it because you are interested in it, not because 
you need a job... . A family, that’s the important thing in the long 
run. I wouldn’t want to work all my life and be successful in working 
and not in other things. Being the kind of person I want to be, doing 
what I want to do. Sticking to my convictions is very important and 
that is the thing I have the hardest time doing.” Joan, although more 
interested in work than the average of the group, indicates that marriage 
is really the crucial issue; that a career is not very important in the 
long run. She feels that many of her classmates “plan to be married 
and have some kind of job outside. Not really working, but doing 
something. Some kind of hobby.” She epitomized the attitude of the 
students in selecting a major subject: “You decide on your major, and 
after that you decide what you are going to do.” And Katherine agrees 
with her: “College is a means of spending four years getting an educa- 
tion, getting a degree, taking a major because you have to, but still 
not having a definite job in mind.” She generalized about ae class- 
mates: “Most of my friends think Marriage is more important and a 
career will fit into it, all according to what happens. Of my friends last 
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year that graduated, two of them had definite careers, but they were 
entirely different from the girls I know now. A lot is your family back- 
ground, I think. The girls that did go on—well, one was a case of going 
to law school. She was a cripple and her life is pretty well set. She'll 
probably never get married and has to plan a career. Another came 
from a family with not much means. She’s always been a conscientious 
girl and came to college with the idea of being a doctor. She'll graduate 
and be a doctor and she might get married. She’s not very social and 
hasn’t dated as much as the other girls. ‘The rest of the girls are just 
in college to get their B.A. and increase their social, more than their 
academic, life.” Katherine may be a little cynical about her classmates, 
but the group we interviewed would agree, by and large, with her 
evaluation. 

What conclusions can we reach from this study of this small group 
of girls from upper income families with reference to our general formu- 
lation of the process of occupational choice? When allowances are 
made for substantive differences in the choices, the general theory of 
Occupational choice developed on the basis of our study of the men 
seems to require no major change for interpreting the behavior of the 
girls throughout most of the tentative period—that is, until they are 
on the threshold of college. From that point on, the strategic influences 
on the girls are decidedly different from those on the men by reason 
of one major consideration: The girls are thinking of and planning for 
their future primarily in terms of marriage; everything else falls into 
a subsidiary position. Because of this they are not deeply concerned 
about an occupation. Even those who look forward to deriving con- 
siderable satisfactions from work cannot concentrate on their “career 
problems” because they anticipate that their principal satisfactions will 
be derived largely through marriage. Their selection of a major subject 
in college is, therefore, made primarily on the basis of interests, current 
satisfactions, and what they consider will best contribute to the further 
development of their personality, rather than in terms of how to earn 
a living. Those who plan to work before marriage, and many do, realize 
that they may be able to make use of the major subject when seeking 
a job; they further realize that they will be in a more favorable position 
to secure employment if they know typewriting and stenography. Most 
of them anticipate that after marriage they will participate in commu- 
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nal activities on a volunteer basis rather than obtain paid employment. 

These are the conclusions suggested by the interviews of these 
girls who are as free as people can be from economic compulsions. It 
is not surprising, therefore, that only the girl who seriously questions 
that she will eventually marry, or the girl who wants to make use of 
an unusual talent, will be concerned with work in the sense of full- 
time employment. In short, major adjustments must be made in the 
general theory before it can be applied to girls of this social and eco- 
nomic group. 

We can only speculate about the extent to which their approach to 
work would differ among girls of a lower economic level, who have less 
opportunity for education and self-development and are subjected to 
greater economic pressures. It is probable that they would be much 
more concerned than the upper income group with preparation for 
the job market, particularly for the period prior to marriage. But it is 
also probable that they, too, would consider work subsidiary to mar- 
riage. 

There follows the complete interview of Ellen, 
is in her sophomore year at Barnard. Although she 
than most of her classmates, her case illustrates mo 
aspects of the approach to work manifested by them. 


aged eighteen, who 
is slightly younger 
st of the important 


INTERVIEW WITH ELLEN 


Q: How did you happen to come to Barnard? 
A: Well, for one thing I live in Long Island 

for four years and I decided it would be nice t 
Q: Did you consider any other college? 
A: Talso thought of going to Vassar but couldn’t 
Q: When did you start thinking of college? 


A: Either in my sophomore or junior year in high school—my junior 
year I was really serious, 


: Did you take the initiative about getting into college? 
: No, my parents did. The: 


y just wanted to be sure I went to college. 
: What is your major? 
: English Literature. 
: When did you first decide on this? 
: I've always liked it since the ninth grade, 
: How did you make the decision? 


and I've been away to school 
o be near home. r 


1 
get in that year. 
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A: Tve always liked writing, though I don’t have any creative talents. 
I had a great deal of it at school—including criticism. And my father has the 
same sort of thing in his business—he’s a publisher. It just worked in. 

Q: You think the connection between your father and your interest is 
fairly close? 

A: Yes, though Id never go into business with him. 

Q: Do you think you will marry? 

A: Well, I guess so—but nothing’s established. 

Q: Do you think of that as a general problem? 

A: Oh, I don’t think it’s a problem particularly—t just talk about it. I 
don’t think about any particular age, just after I get out of college. That's 
a very personal idea because I’m so young. 

Q: How old are you? 

A: Eighteen. If you make up your mind to go to college, I think you 
ought to go. 

: Do you have any specific ties at the moment? 

No. 

: Have you thought about working after marriage? 

: Well, I feel after I get married I would not want to work. 

: Have you known that all along? 

: No, I’ve just felt that way. Of course, if I had to work, I suppose 1 
would. I feel I would like to work at some sort of business before I marry. 

Q: Why is that? 

A: Just for the pure discipline and application. I think it would be good 
to discipline myself in case I ever would have to work or, if I wanted to, 
Td have some idea. 

Q: A two-way thing, then—you think you'd get some fun out of it and 
you could do it? 

A: Yes. 

Q: Do you expect to have children? 

A: Oh, I guess so. I’d say two to three years after I marry. 

Q: What do you see yourself doing with your time if you are not going 
to hold a job after you marry? 

A: (Pause) Hmm—well, there are plenty of things I’m interested in. 
I could do a lot of reading. There is plenty to do—and house and community 
things we'd participate in, aside from music and art. 

Q: Do you spend much time with music and art? 

A: Yes, I guess I do—in music. 

Q: Your mother had no trouble using up her time? 

A: She doesn’t seem to. Maybe she did at one time. It doesn’t seem to 
bother her. They are not really important things but she keeps busy. 

Q: Was there discussion about your going into English Literature? 

A: Oh, no, everybody thought that that was fine. If it was what I 
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do, it was quite all right. I can’t think when I wanted to do that— 
pane to. Tim sure sei father would like economics and govern- 
ment. 
: P? : 

i fa eis it would be a good knowledge for me to have. He's raised 
the issue, though he’s never said, “Let’s sit down and talk about it.” I have 
taken some government courses. 

Q: Have you any idea why he’s pushing that? ; 

A: He’s a business man and he feels it would be good to have. He’s also 
a publisher. He doesn’t object to literature; he just says, wouldn’t I like to 
take some more economics and government courses? They interest me a great 
deal but I am interested in English and he says, fine. 

Q: As you think back over your whole life span, did you have any other 
interests? 

: Well (Laugh)—I wanted to be a physical ed teacher. 

: At what age? 

: From twelve to fifteen. 

: Why did you get that idea? 

: I’ve always loved sports and thought that was an ideal life. When I 
went home I remember my father said, “What?” He was very upset about the 
whole thing. I was set on going to a special college. When I got into Barnard 
I forgot about it—I couldn’t have been very intent. 

Q: Anything else? 

A: Well, dancing, 
major in English. 

Q: That’s an alternative. What is the connection? 

A: I like history very much—then government. What I really like 


about it is getting the viewpoints, getting the different appraisals, learning the 
true and real reason. 


Q: To go back, you mentioned that the critical part of English Litera- 
ture was interesting to you. 

A: Well, I like to feel that what Pm 
to read in anything. I do read plays, 
personal appraisal that is founded on so 

Q: What do you mean? 

A: Well, 
it, I think, to fully understand, I have tak 
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things like that—but nothing else—history if I didn’t 


getting out of it is that I shall be able 
poetry, anything, and have my own 
mething besides “I like that” or don’t. 


a , I guess you'd call it. 

= Why did you happen to set that up as a standard; is your brother like 
that 

A: No, he’s interning. I couldn't 


really tell you why. 
Q: Is your mother like that? 
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A: No, my father is. That is definitely his approach to what he does. It’s 
almost perfectionism with him; it isn’t with me. 

Q: You'll settle one or two rungs down? 

A: Yes, 

Q: Do you expect to work? 

A: I would work if I don’t marry. 

Q: What values would you like to get out of work, loosely defined? 

A: Well, first of all, just offhand, Pd like to get experience and then rd 
feel if I were going to really work, I'd be pretty ambitious about it. Td like 
to go on and I suppose if I really liked what I was doing, then I don’t know 
if I'd give it up. 

Q: What would you like to do? 

A: Well, Pd like something where I'd have to use plenty of imagination 
and that’s what my father has in mind—radio, or publishing, or maybe some 
sales work—you know what I mean—or writing work, a magazine, though as 
I said, I’m not too creative. Maybe editorial work, but if I felt I were getting 
something done, I’d feel I was enjoying it. I really couldn’t say much more 
because I really don’t know. 

Q: Why do you say radio? Is it because of your father? 

A: He knows me. It’s a difficult field, but he knows if I want to do it, I 
will do it. 

Q: You've been pretty close to him? 

_ Ar Yes, Just the other day I took some of these tests—the Kuder tests— 
just for my interests. 


Q: How did you happen to take them? 
A: Well, none of these as you know were aptitude—just interest. Well, 


on the Kuder test I came out high on literature, and persuasiveness 99 per 
cent. And then on the values test which struck me as the most interesting— 
Social, political—I came out 100 per cent religious. 

Q: What did that mean to you? 

A: Well, I was thinking of a better chance 
broadly, with that sort of ability, just persuasive a 
need a combination of the persuasive with selling. 

Q: What does this 100 per cent religious mean to you? 

A: Ive sort of known that all along. To me it means a subconscious 
value of the things around you. 


Q: How long have you known it? 
A: Well, I didn’t really know it, but when I was taking the test you can 


always discern it. Like one says, if you go into a church do you look at this or 
that. Well, in choosing, I chose the religious over all—the aesthetic. I said I 
Would give up the social to affirm the religious, if you see. In that way I knew 

ow I was coming out. On the other hand, I just came out 50 per cent socially 


which doesn’t go with this persuasive. 


of getting along in life, 
bility. Some of those jobs 
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Q: How do you find the results? , 

A: I suppose I wouldn't have liked them if they hadn’t confirmed my 
own opinions. They also made me aware that I’m not as frivolous as I think. 

Q: They generally confirmed your ideas? : 

A: Not generally—definitely. On the other hand, the mechanical and 
scientific and mathematical were as weak as could be and I’ve known that. 

Q: Under what conditions do you think you would do your best work? 

A: Well, I'd like to be able to imagine what I was doing. Td definitely 
like to work with others; I'm sure of that. Pd like to feel that I was accom- 
plishing a little. If I was just sitting and fooling around, I wouldn’t have any 
fun; I don’t see how anyone does. 

Q: What do you do with your time? 

A: Well, I take sixteen points. 

Q: How much work outside of the sixteen hours in class? 

A: The five days I’d say I study (Pause) oh, about five hours a day, but 
I don’t study week ends, 

Q: Roughly, then, you study a little over an hour for an hour in class? 

A: I guess that’s about right. I study on Sundays. That sounds terrible— 
like I don’t study very much. I guess I study more—in the afternoon and after 
dinner until eleven. 


Q: That’s more than five hours a day. What else do you do with your 
time? 

A: Well, I'd say going to the theatre is one thing which I enjoy. 

Q: Do you do any sports? 

A: Ido a good hour a day or so and b 
taken by eating and sleeping and oh, talk— 


Q: What do you do on week ends? 
A: Lusuall 


y that time the rest of the day is 
the usual things. 


family moyed to New York and then I moved back—it’s been very jumbled. 
Q: What work would you never want to do? 
A: Well, anything that was c 
wouldn’t mind that but I don’t fi 


eel that I could do it. I’m not disinterested or 
uninterested in medicine. 
Q: What don’t you like about statistics? 
A: Just dull, 


Q: Any other categories that are just dull? 
A: Anything that involves what I would term a borin 
Q: What is a boring routine to you? 


A: Just adding up figures, I wouldn't mind bein 
wouldn't be too bad, but I would 


g routine. 


: g a stenographer; that 
mind working on an adding machine—I’'d 
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be bored. Something mechanical—taking cars apart or a lawn mower—has 
no meaning to me. 

Q: How do you see your future? 

A: (Pause) Well, of course, I suppose being married and having chil- 
dren and just a purely personal sensation of satisfaction that would un- 
doubtedly come from some sort of achievement outside of family. I don’t 
know how I'd get it. It might be writing the great American novel. 

Q: You think your mother has the same drive? 

A: No, I don’t at all. I think my father has it. He may not be happy 
because he has all the economics to worry about for his family but he’s 
achieved a great deal in my eyes—and his own, modestly. And, of course, 
it’s much more meaningful to a man. I might get that satisfaction from feeling 
Tve been able to appreciate all that’s going on around me. 

Q: Pure contemplation? 

A: IfI could be aware all of the time—but at this point it’s just now and 
then, here and there. 

Q: Have you ever worked for wages? 

A: No, I’ve done voluntary work. 

Q: What are your plans for this summer? s 

A: Im driving to California. That’s my project for this summer. Ive 
really done nothing constructive in the summer. And I’ve no interest in it; I 
think it’s good to relax and do some reading. I like to read autobiographies 
and I like to read novels. 

Q: What are the last few books you've read? i 

A: Tve just finished the life of Thomas Wolfe. And that whole twenties 
area—Dreiser. Now and then psychology. It’s interesting to me. Tm not all 
for psychology though. 

Q: What do you mean? 

A: I was very interested in it until I took the psychology course, but 
that was all sham. 

Q: What kind of course was it? 

A: This was just the first course—not a very good course at all. They 
are aware of that. I had a good professor. But the parts I was interested in 
Were the personality, the aptitude, the brain. I was very interested in intelli- 
Sence. So many people employ it in their writings. It’s interesting to be able 
to observe in the terms of their writing. 

Q: Are most of the girls at Barnard like you? 

A: Hmm (Pause). Well, hmm, that’s sort of hard to say because so many 
have got different economic backgrounds and things, but the ones I know 

d Say are a little bit more interested in getting married than I am—because 
they are older. 

Q: You think on the whole they aren’t planning to work? 

A: Pd say definitely not. I don’t think very many girls are. 


Part IV 


A GENERAL THEORY OF 
OCCUPATIONAL CHOICE 


Chapter 13 


THE BASIC ELEMENTS OF THE THEORY 


i HAD BEEN OUR EXPECTATION from the start of this investigation that 
the systematic analysis of the way in which individuals from a homo- 
geneous group deal with their occupational choices would enable us to 
identify regularities inherent in the decision-making process. To eval- 
uate these regularities, it seemed desirable to supplement the major 
study of the behavior of a group from upper income families by a highly 
selective appraisal of the process among other groups—boys from lower 
income families and women. In this chapter we will summarize our 
major findings and will integrate the discrete elements into a general 
theory. 

The outstanding conclusion from our findings is that occupational 
choice is a developmental process: it is not a single decision, but a 
series of decisions made over a period of years. Each step in the process 
has a meaningful relation to those which precede and follow it. 

From this primary finding, there follows a second important gen- 
eralization: the process is largely irreversible. This is a result of the 
fact that each decision made during the process is dependent on the 
chronological age and development of the individual. Time cannot be 
relived; basic education and other exposures can only be experienced 
Once, Of course, the individual can shift even after he has tentatively 
Committed himself to a particular choice. But the entire process of 
decision-making cannot be repeated and later decisions are limited 
by previous decisions. 

The primary finding that occupational choice is a process leads 
to a further generalization: the process ends in a compromise. Through- 
Out the years of his development the individual has been trying to 
earn enough about his interests, capacities, and values and about the 
OPportunities and limitations in the real world, to make an occupa- 
tional choice that will yield him maximum satisfaction. If he could 

ase his choice on but one element, such as his interests or capacities, 
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without regard for the job market, the income structure, and the social 
prestige which attaches to different kinds of work, his choice should 
be simple and direct. However, a series of factors, both internal and 
external, affect his decision. He must renounce to some degree the 
satisfactions which he might derive if he based his choice exclusively 
on a strong interest, a marked capacity, or a realistic opportunity. He 
must find a balance among the major elements. Hence, the compromise 
aspect of every occupational choice. 

The basic elements in our theory of occupational choice, then, 
are three: it is a process; the process is largely irreversible; compromise 
is an essential aspect of every choice. In reviewing the evidence which 
supports these basic elements, we will indicate the areas in which 
further research must be undertaken before our tentative formulations 
can be validated. 

We found that the process of occupational decision-making could 
be analyzed in terms of three periods—fantasy, tentative, and realistic 
choices. These can be differentiated by the way in which the individual 
“translates” his impulses and needs into an occupational choice. In 
the fantasy period the youngster thinks about an occupation in terms 
of his wish to be an adult. He cannot assess his capacities or the op- 
portunities and limitations of reality. He believes that he can be what- 
ever he wants to be. His translations are arbitrary. 

The tentative period is characterized by the individual’s recogni- 
tion of the problem of deciding on a future occupation. The solution 
must be sought in terms of probable future satisfactions rather than 


in terms of current satisfactions, During this period, however, the trans- 
lation is still almost exclusively in terms of sub 


capacities, and values. In fact, as most indiy 
this period, they recognize that their approach has been too subjective. 
They, therefore, consider their choices tentative, for they realize that 
an effective resolution requires the incorporation of reality considera- 


tions and this will be possible only on the basis of additional experi- 
ence. 


During the realistic period, the translation 
by reality considerations that a synthesis is q 
recognizes that he must work out a compromise 
and the opportunities which are available to 


jective factors: interests, 
iduals reach the end of 


is so heavily weighted 
ifficult. The individual 


between what he wants 
him. 


“ll 
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These gross distinctions between the three periods seem valid. But 
there are many important aspects of the problem which warrant more 
detailed study than we have been able to undertake. We determined, 
for instance, from retrospective material that all three groups had made 
fantasy choices, but the entire period of fantasy choices invites sys- 
tematic appraisal. The outstanding characteristic of this period is that 
the choices are arbitrary and are made without reference to reality, 
though the content differs according to the environment to which 
children are exposed. 

The period of realistic choices, characterized by the impact of 
reality considerations on the decision-making process, is also greatly 
affected by the sex and educational status of young adults. But the 
differences rather than the parallels between the groups were notable. 
Since actual work experience is the final test, it would be desirable 
for future investigators to explore its impact on the definitive voca- 
tional decisions of the individual. 

Another important area of future research would be a systematic 
analysis of the relation between the period of fantasy choices and the 
later periods. The important link appears to be in play activities and 
attitudes toward work rather than in the specific occupational choices 
which youngsters verbalize. During the early period essential attitudes 
and values first appear, such as, “I do not want to work too hard”; 
“I don’t like to do things where I get dirty”; “I love machines”; “I like 


to do things by myself.” 
The period of tentative choices was divided into the interest, 


Capacity, value, and transition stages. Without exception, all of our 
case materials point to the fact that both boys and girls in the pubes- 
Cent age group first approach their occupational choice in terms of 
their interests; this would be expected since interests are, after all, 
Most directly related to the wishes of the fantasy period. 

The capacity stage is amorphous. Even children in the interest 
stage say, “I want to find a job that I am suited for’—an early indica- 
tion of awareness of the “capacity” factor. But during the capacity 
stage, the question is formulated as: “What am I suited for?” or “Am 
I suited for this or that?” This step from the recognition of the capacity 
factor to an effort at self-evaluation may have one of two consequences. 
It can help the individual to discard “wrong” choices, based on inter- 
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est only, by showing him that he is not suited for certain types of woi 
or it may reinforce his interest-oriented choice by mecaneg the 2 y 
faction derived from the successful performance of an inter 
activity. The school with its emphasis on grades helps the cn 
to recognize his capacities and his weaknesses. The limitations o i 
marking system in this respect, however, are many; to mention oe 
one, the youngsters themselves realize that there are at least two re 
vant factors that control achievement—endowment and effort. B 
In outlining the value stage, greater clarity is possible. All an n 
viduals, except those who are obviously retarded, become aware anag 
their early adolescence that their various interests and values may ; 
incompatible. They love to spend their afternoons playing ball, bu 
they are also anxious to do well in school. Boys in the lower income 
group are eager to find a part-time job so that it will not be necessary 
for their parents to give them spending money, but if they do take 
a job, their time for play is greatly reduced. Many would like to çoni 
tinue in school in order to have the satisfaction and advantages which 
come with a high school diploma, but on the other hand they want 
to become “a man” as quickly as possible, which means among other 
things, a full-time job and a good weekly wage. The system of values 
serves as a means of resolving conflicts betwee; 
tives by establishing some kind of 
value stage that the boys in the u 


The last stage in the tentative perio 
two characteristics: a general calming, 
turmoil of early adolescence, and an i 


d—the transition stage—has 
which reflects the end of the 
nereasing awareness of reality 
iewed seemed to have adjusted 
While up to this point their approach to Occupational choice was similar 
to the boys’, at this stage the girls become Oriented to marriage rather 
than to work. 


In the exploration stage—the first in the reality period—the young 
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adult is striving to link his decision-making to reality. This is in con- 
trast to the preceding period when his preoccupation was largely with 
subjective elements. But our case materials suggest that even though 
his behavior during the exploration stage is increasingly “reality- 
oriented,” the individual now makes a final attempt to link his choice 
effectively with his basic interests and values. The emphasis which 
college educators place on exposing freshmen and sophomores to various 
courses and fields of endeavor, and the eagerness with which many 
students look forward to this opportunity, reflects their intense desire, 
almost their need, to test their interests and values. 

Although we did not study the counterpart to this exploration stage 
among boys from the lower income families, we know from the work 
of other investigators (see Donald Super, Dynamics of Vocational Ad- 
justment; 86) that these young people also test their interests and values 
during their early working years. Among the girls from upper income 
families, the parallel is limited to those who are primarily career- 
oriented and, to a lesser degree, to those who look forward to a future 
in which work will play a significant, if not predominant, part. 

An essential characteristic of the next stage, crystallization, is the 
quality of acceptance, which stands in contrast to the confused or 
vague activity, almost hyperactivity, of the exploration stage. Most 
individuals have now committed themselves to a vocational objective, 
at least to the extent of being able to direct their efforts henceforth 
to further their choice, even though they remain uncertain about the 
details, Crystallization is the culmination of the entire process. The 
prior stages contributed to effecting the crystallization; the final stage 
contributes to refinement. 

The final stage in the realistic period is specification, which involves 
Specialization and planning within the area of choice. Our study in- 
cluded a few persons who were sufficiently advanced in formal educa- 
tion or who had had enough experience in the Army or in industry 
to be specific even in the details of their choice. This does not mean 
that an individual must delay specification until he has acquired con- 
siderable training or experience, but simply that he is likely to do so. 
We also noted that some individuals became so dissatisfied with work 
in their chosen field that they found it necessary to return to school 
and seek a new field. It appeared, however, that the choices of these 
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particular individuals had never been really crystallized. Hence, it re- 
quired a relatively small amount of external pressure to upset the 
prior decision. However, some persons respond to work experience 
by reopening what had been a truly crystallized choice. This problem 
offers another challenge for future research. 

Before concluding this summary of the choice process in terms 
of periods and stages, we will indicate the range around each of the 
norms. Our estimates are supported not only by our limited case ma- 
terials but also by data drawn from the vast body of knowledge ac- 
cumulated by developmental psychology. Our materials suggest that 
the onset of the tentative period occurs within a range of about two 
years. Bright children with certain kinds of experiences begin to con- 
sider an occupational choice by ten; others, whose intellectual and 
emotional development is somewhat slower, remain in the fantasy 
period until twelve. But the variability would be contained within 
this range, at least for the groups which we have considered. Perhaps 
even such a different group as the sons of poor farmers might still fall 
within this range, because the transition from the period of fantasy 


to tentative choices appears to be dependent on general intellectual 
and emotional maturation which, in puberty, 


chronological age. But a definitive answer to this 
research. 


is closely related to 
would require further 


The period of realistic choices starts near the end of the seven- 
teenth year. Our materials again suggest that the variation around this 
norm is contained within two years. One boy from the lower income 
group crystallized his choice at sixteen, and one or two college fresh- 
men, aged eighteen, did not yet seem to be actively engaged in an 
exploratory process (the first stage of the period of realistic choices). 
But by and large, a two-year range is a reasonably close approximation. 
Crystallization, the most important of all the stages, may have a wider 
range, though it is probable that the majority reach it between the 
ages of nineteen and twenty-one. 

Variability is also represented in our analysis of choice patterns, 
such as the range of alternatives considered during the period of tenta- 
tive choices. There is, for instance, the youngster who, for whatever 
precipitating reason, decided early in life to become a doctor. His 
courses in mathematics and the sciences prove to him that he possesses 
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the essential capacities to complete the formal education. His choice 
is compatible with the values held important by his family and the 
class to which he belongs; moreover, his family can support him during 
his long period of studies. This boy will probably not give any con- 
sideration to other vocations. His pattern represents a narrow range. 

The pattern which we have just outlined is found frequently among 
engineers. The future engineer is a boy who can test his interests at 
an early age by his ability to spend long hours at mechanical or related 
activities; he can also test his capacities by taking courses in high school 
which are basic for the work which engineers actually do. When boys 
who make an early decision about engineering later find it unsatis- 
factory, it is usually because of a shift in values or a belated recognition 
of other proclivities, which had remained hidden as a result of the 
premature commitment to engineering. A considerable number of young 
men, after going through engineering school, find that they would 
prefer to work more directly with people than with materials. (Clifford 
C. Woods, Jr., From Engineering to Business; 21.) 

The more typical pattern consists of a gradual narrowing of the 
range from an initially broad area of interest to a specific choice. For 
instance, many individuals know early in the tentative period that 
they would never want to work in the sciences, although they are 
drawn to the social sciences. It may take a number of years before 
they learn enough about themselves and reality to crystallize a specific 
choice such as economics or law. 

In contrast, there are children who at the beginning of the tenta- 
tive period have multiple interests and capacities of about equal strength 
in several fields. They have not yet developed a scheme of values, 
and actual opportunities and limitations of reality are still obscure to 
them. The task of evolving an effective translation of their present 
interests is particularly complicated. A studious boy of thirteen or four- 
teen with an inquiring mind cannot know very much about the oc- 
cupational opportunities open to “research workers.” Nor is it easy 
for another, who likes to serve as the captain of his baseball team and 
does it well, to recognize that this interest and capacity may eventually 
enable him to pursue a successful career as an administrator or a per- 
sonnel specialist. These translations can only come later. 

Still another type of variability in choice patterns can be found 
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in the age range within which persons succeed in crystallizing a 
choice. For a few, this happens at sixteen or seventeen, as we. 
emerging values reaffirm the tentative choice. Among our cases, a 
organist and the gifted mechanic fit into this group. Probably, Fe 
majority tends to commit itself within the period around twenty; 
there are a number who, for a variety of reasons, fail to reach a ra 
decision before the age of twenty-three or twenty-four. Thus crystal- 
lization may take place within a range of eight years. i 
Some individuals require still more time. Others fail compe g 
to reach a decision; but according to our analysis, this is conid i 
not as a variation but as a deviation of the choice process. In genera ? 
inability to crystallize a choice indicates a rather serious emotional dis- 
turbance. But although this is usually the major reason, defects may 
arise also from major interferences from reality—for example, calamitous 
developments such as the death of a parent, the loss of familial income, 
permanent personal injury. (The next chapter will consider these points 
and will seek to make explicit how defects in the 


personality structure 
may account for defects in the occu. 


pational choice process. ) 

We have discussed two important variations; those related to norms 
and to choice patterns. A word must be added as to how generally 
applicable our theoretical formulations are. Our analysis must be viewed 
in terms of a “tentative formulation.” To gain a first impression of the 
applicability of this structure, we undertook small studies of two differ- 
ent groups, boys from lower income families and girls. We found, as 
was to be expected, striking differences in the content of the choices 
of these two groups when compared to those of the boys in the uppe! 
income families. But we also found that with respect to the form of 
the process of decision-making, these three groups have much in com- 
mon. 


One of the important steps for future research should be controlled 
studies of different social groups; of boys and girls of different economic 
backgrounds living in urban centers; and of such radically different 
groups as sons of farmers or of the economically and socially handi- 
capped, such as Negroes. Major environmental pressures will un- 
doubtedly tend to distort not only the type of choices that are made 
but the form of the process of decision-making. Stunting in the ides 
velopment of the choice process, brought about by premature termina- 
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tion of schooling, may have an important bearing on the later work 
adjustment of these groups. Comparative studies of the kind we have 
just recommended should not only contribute to an advance in the 
theoretical formulations, but should also provide important insights 
into similarities and differences among various groups. 

It would be desirable to refine the analysis of the stages, primarily 
in the tentative period. This could be achieved by a continuing study 
of a group of individuals throughout the entire period of the decision- 
making process. This recommendation is made despite the cost and 
other difficulties of carrying it out and despite the fact that the indi- 
vidual’s awareness of the study might affect the result. There are also 
serious shortcomings to accumulating a large number of cases for the 
purpose of analyzing “retrospective” materials, the recollections of peo- 
ple about their various approaches during the decision-making process. 
There is no doubt that people can readily recall much of this material; 
and they will usually present it without significant distortion. But they 
will be unable to recall the relevant factors at any particular stage and 
they will be unable to report on the subtleties which were unknown 
to them but which might have had a determining influence on their 
decision-making. 

In view of these limitations, the refinement of the analysis of stages 
can probably best be furthered by expanding the approach which we 
employed. Many more cases are required, and much additional work 
must be devoted to refining the qualitative analysis and the criteria. 
Once firm criteria have been developed, it should be possible to under- 
take extensive studies which will permit the emergence of statistically 
valid differentiations among the stages and the determination of their 
variability. 

We noted early in the chapter that one important correlative of 
the fact that occupational choice is a developmental process rather than 
a unique decision is its irreversibility. This irreversibility should be the 
subject of further research. What is the essential resource that becomes 
committed during the period of occupational choice: determination? 
The answer is time. In our society, families recognize an obligation 
to support and educate their children for varying lengths of time, de- 
pending primarily upon economic circumstances. But there is a mini- 
mum period written into law which obtains even for the poor, and 
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there is a maximum period which is not customarily exceeded even by 
the rich. During puberty and early adolescence, all youngsters are 
preparing for their role as adults; for the middle and upper income 
groups, this period is frequently prolonged to include late adolescence 
and early adulthood. But regardless of the length of the period, it is 
a unique segment in the life of every individual. During this relatively 
short period, the individual is forced to make a series of decisions which 
relate primarily to his education but which also have basic significance 
for his occupational future. 

What are some of these important decisions? On entering high 
school, the student is confronted with a choice of pursuing an academic 
course leading to entrance into college, or a self-contained high school 
course. Upon graduation from high school, those who have prepared 
themselves for college must weigh the advantages of a further four 
years of education. And even those who do not go to college often 
have the option of continuing with a year or two of specialized training 
before starting work. The college student must soon select a major 
subject or a field of specialization, and the end of college brings the 
necessity of deciding whether to stop there or to enter a professional 
school. 

Early decisions exercise a very real influence on later options. 
In large part this results from the reality situation: students will be 
admitted to good colleges and professional schools only if they have 
creditably fulfilled certain formal requirements, Therefore, individuals 
select certain subjects and neglect others; they spend long hours in 
preparing for examinations. As they proceed they increasingly commit 
themselves; they attempt to accomplish certain goals in the hope of 
preparing themselves for a certain type of life. And as they proceed, 
they must affirm their tentative choice to themselves and, increasingly, 
to their family and friends. 

Because of his investment in educational Preparation for work, 
an individual hesitates to disrupt his plan, especially after he has pur- 
sued it for some period of time. A shift in late adolescence or young 
adulthood will force him to acknowledge, first, that he was in error 
„in some of his prior planning; secondly, that at least part of the effort 
devoted to overcoming specific educational hurdles was misplaced; and, 
finally, that certain values are probably not so important as he had 
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previously thought—an admission which he must be willing to make 
to himself and at least to his intimates. 

The irreversibility of the process, then, is inherent in the reality 
pressures which introduce major obstacles to alterations in one’s 
planning; further, psychological barriers stand in the way of a shift 
because a shift too easily takes on the quality of failure, and therefore 
presents a threat to self-esteem. There are further elements which tend 
to strengthen the irreversibility of the process. During the early stages 
of preparation, plans can be changed without serious loss of time; 
at a later stage an individual may fear to alter his approach, feeling 
that he has repeatedly reaffirmed his tentative choice. It is true that 
during the exploratory stage of the realistic period, when he is under 
real pressure internally and externally to commit himself, he may sud- 
denly become aware of considerable uncertainty. But at that point 
he also becomes aware, usually for the first time, of important pres- 
sures which urge an early rather than a late termination of his formal 
preparation. He is now on the threshold of young adulthood and, there- 
fore, increasingly aware of the desirability of soon securing at least some 
economic security so that he can contemplate marriage. Many of our 
cases illustrate the fact that crystallization of choice can occur despite 
the persistence of uncertainty if one has a desire to marry in the near 
future. Anticipating the satisfaction of many deep needs and the at- 
tainment of many important values through marriage, these young 
people do not permit residual uncertainties to delay the completion 
of their preparation for work. Moreover, some realize that a major 
shift in planning does not guarantee the elimination of their present 
uncertainties. After all, a substantial element of uncertainty is inherent 
in all planning. Doubtless many cling to their chosen path because 
the advantages of a change may not outweigh the disadvantages. 

It might be contended that this discussion of irreversibility has 
limited applicability because those from the lower income classes make 
such a small “investment,” and those in the upper income classes—the 
college group—retain considerable flexibility irrespective of the type 
of education which they pursue. But it is important whether boys from 
lower income families pursue academic or vocational courses in high 
school; on this hinges their continuance in school, their ability to enter 
college, and their level of work adjustment, including possibilities for 
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advancement. And although large numbers of the college group a 
enter business regardless of their major subject, and many others A 
pursue professional training may eventually find work in other fiel a 
there are important implications to following one type of colleen 
training rather than another. Many individuals whose work is r 
specifically related to their occupational planning and eee 
preparation succeed in deriving considerable work satisfaction. But for 
most individuals work satisfaction will be influenced by their occupa- 
tional preparation which, as we have seen, propels the choice process 
in the direction of irreversibility. 

We have noted that a second important correlative of the process 
of choice determination is that it inevitably results in a compro 
We have seen that the individual gradually gains insight about ae 
control over himself as he gains knowledge about the external reality, 
particularly the world of work. At the age of eleven he cannot effectively 
consider an occupational choice, since he knows that he himself will 
change in the future and will reevaluate the various elements. During 
adolescence, the individual becomes increasingly aware of himself, and 
his approach to a future occupation is largely in terms of subjective 
factors. His interests provide him with the initial differentiating criterion 
by which to formulate a tentative choice, but he soon discovers that 
the basis of choice must be broadened t 


o include an appraisal of his 
capacities. Somewhat later, 


in his fifteenth or sixteenth year, his tenta- 
tive choice must be assessed in terms of an emerging value scheme. 
In short, throughout adolescence the individual adds to the subjective 
factors in his considerations, 

But throughout this period, during which he is primarily sub- 
jectively oriented, he is also becoming aware more and more of the 
complex structure of reality with its job hierarchy, variety of working 
conditions, specific conditions for entrance into occupations, various 
income and security factors, and the host of allied elements which are 
part of the working world. As he learns about all this, he recognizes 
more clearly the relationship between his school curriculum and his 
eventual occupational status. For example, a decision in high school not 
to take courses required for entrance to college may cut him off from 
future opportunities, Similarly, in college, his decisions about curricula 
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will have a significant influence—positive or negative—on his occupa- 
tional future. 

This summary of the choice process points to the inevitability of 
compromise in crystallizing an occupational choice. We have noted how 
the individual works to establish a balance—a compromise—among his 
interests, capacities, and values, during the tentative period. We have 
further noted that during this period he must take care to pursue at 
least the minimum number of courses required to qualify himself for 
the later stage of his occupational preparation. Irrespective of whether 
he is interested in, or has the capacity for, or even believes that he 
will have much use for intermediate algebra, he will include this sub- 
ject in his high school program if it is required for admission to college, 
when college is his next objective. Regardless of his great interest in 
English literature, or how important he considers it for a general educa- 
tion, he will limit his courses in it if his major objective is admission 
to medical school, for he must find room in his program for a large 
number of courses in the sciences. 

But the role of compromise in the occupational choice process is 
considerably more important than is suggested by these examples of 
compromise among subjective factors or between subjective factors 
and educational options. At the age of about seventeen, reality con- 
siderations which were on the periphery of consciousness, move into 
a more central position. In large part this shift reflects the fact that 
the values which an individual hopes to realize through work are deeply 
embedded in the social and economic structure to which he must 
adjust himself. He will not be able to realize his major values except 
by meeting and resolving the host of problems and overcoming barriers 
which are part of the world of reality. 

The decision concerning an occupational choice is, in the last 
analysis, a compromise whereby an individual hopes to gain the maxi- 
mum degree of satisfaction out of his working life by pursuing a career 
in which he can make as much use as possible of his interests and 
capacities, in a situation which will satisfy as many of his values and 
goals as possible. In seeking an appropriate choice, he must weigh the 
actual opportunities and limitations and the extent to which they will 
contribute to or detract from maximum work satisfaction. A person 


198 BASIC ELEMENTS OF THE THEORY 


with real talent in music may still hesitate to venture upon a musical 
career when he discovers that successful musicians are few and bs 
failures many. Despite his real desire, he may decide against a a 
career, lest it jeopardize many other values, particularly a 
security. And so he may decide, as many people do, to pursueia mes 
more likely to yield a steady income, hoping to satisfy his musi 
interests through avocational activity. a ‘ket 
We saw that crystallization of an occupational choice is Po l “a 
to occur until young adulthood, for, prior to that time, the divia 
rarely has the necessary knowledge about himself and reality. A 
' at twenty, he knows that his formal period of preparation is coming to 
an end and he also knows that a commitment cannot be long post- 
poned. ae 
This, then, is our general theory. First, occupational choice is 
process which takes place over a minimum of six or seven years, an 
more typically, over ten years or more. Secondly, since each vier 
during adolescence is related to one’s experience up to that point, a 
in turn has an influence on the future, the process of decision-making 
is basically irreversible, F. inally, since occupational choice involves the 
balancing of a series of subjective elements with the opportunities and 


limitations of reality, the crystallization of occupational choice inevita- 
bly has the quality of a compromise, 


Chapter 14 


a A FACTORS AND OCCUPATIONAL 
CHOICE 


W. HAVE MADE REPEATED REFERENCES to the relations which may exist 
between occupational choice determination and personality. We de- 
liberately eliminated in our selection of cases for study individuals who 
had shown prior, evidence of emotional instability, on the presumption 
that it might be reflected in aberrant patterns of occupational decision- 
making. We noted, however, that our group of college and graduate 
students included individuals who had been unable to crystallize a 
choice, and that we considered this a deviation in the choice process, 
the source of which probably was to be found in emotional disturbances. 
We explored in a preliminary manner occupational choice determi- 
nations in respect to the sex of the individuals and found striking 
differences to exist. We also studied the variability of the process by 
comparing boys from the upper and Jower income families, and con- 
cluded that marked differences in the social and economic background 
contribute to different patterns of choice development. Finally, in es- 
tablishing a framework for our analysis of a process that takes place 
during adolescence and young adulthood, we borrowed freely from 
the general psychological theory of development, thereby focusing on 
still another point of reference between occupational choice and per- 
sonality, 
This chapter will attempt to make more explicit certain basic rela- 
| tions between the process of occupational choice determination and 
Personality, In particular, we will direct our discussion from the stand- 
Point of two segments of psychological theory, those pertaining to per- 
Sonality and to adolescence. We further plan to suggest how types of 
Occupational decision-making can be correlated with personality con- 
Stellations, and to explore the relation between the deviations in the 
occupational choice pattern and emotional disturbances. vi 
This study was first and foremost concerned with developing cer- 
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tain generalizations. In considering approaches that might whee 
to a general theory, we decided against exploring the deeper Pa 

of personality. We did not believe construction of a general theory 
would be facilitated by intensive case studies in which major atten- 
tion would be devoted to tracing emotional factors. Our skept 
rested in part on general methodological considerations, and in pe 
on our review of detailed psychoanalytic studies of this correlation. 
These case histories are, in fact, rich in evidence of a direct relation 
between early emotional conflicts and occupational choice. 

Q he psychoanalysts maintain that the major determinants of oc- 
cupational choice in these cases were powerful instinctual drives. H 
ever, strong instinctual influences, such as a sadistic drive, might fin 
expression in such varying choices as surgeon, butcher, policeman or 
teacher, depending on other significant personal and social factors. 
It was, therefore, clear to us that the analysis of even a large number 
of such cases would not permit the development of a general theory. 
The very concentration on emotional factors, to the exclusion of other 
significant variables—the social and eci 
it. An adequate theory 
major factors. 


onomic factors—would preclude 
must provide scope for the analysis of all the 


It is true that a satisfactory occupational choice can be made only 
by an individual who seeks to find the appropriate expression for his 
emotional needs. But in searching to satisfy these needs he must evaluate 
his personal resources and reality. Some people have such large per- 
sonal resources and are in such a fortunate reality situation that they 
can resolve their choice almost exclusively in terms of their desires 
or emotional needs. Most people, however, must seek a balance be- 


tween desires and the reality which sets a limit on ability to fulfill 
them.) 


It is also true that the assessment of both reality and subjective 
factors is a psychological rocess, involving important emotional forces. 
Even the simple matter  Golmatng one’s capacities—to choose the 
simplest case—is closely related to feelings of pride, self-esteem, and 
competitiveness. This is also true of the assessment of various facets 
of the external reality, particularly in relation to key persons. Interests 
are most closely linked to emotional factors, but it is the path from 
impulse to interest that is important. This is another of the many fields 
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which still await systematic study. For our purposes we treated interests 
as an autonomous psychological function, following the approach we 
used with other elements in the choice process, such as goals and values. 
We shall have to say more about them later. 

We feel that intensive research should be undertaken to study 
the role of specific emotional factors in occupational choice determi- 
nation. For example, it may be possible to distinguish those who choose 
an occupation such as engineering because they like to work with 
materials and do not like to deal with people, from those who choose 
teaching, medicine, or personnel work, because they do like to deal 
with people. It may develop that such an approach is too broad and 
that more significant progress can be made by first determining the role 
played by emotional factors in contributing to the development in some 
people of a wide range of interests, and in others, of a very limited 
number of interests. Since so much of the occupational choice process 
is dependent upon the way in which adolescents deal with the future 
—how they see themselves as adults—it might be possible to explore 
Systematically the emotional factors which play a part in facilitating 
or retarding the ability of adolescents to deal with this essential aspect 
of the problem. (A fruitful area of research may be the role of emo- 
tional factors in the individual's ability to make realistic estimates of 
his capacities, or the role of these factors in the individual’s ability 
to make an occupational choice which will yield him emotional satis- 
faction. Many people think of work as an unpleasant, or at best a 
neutral activity, and minimize the importance of finding an occupa- 
tional choice which promises direct satisfaction. These few examples 
indicate that there are many significant problems which should be 
investigated in order to deepen our understanding of the relations be- 
tween personality and occupational choice. 

Our position, then, is that even though no psychological theory 
can adequately explain the choice process, emotional factors are in- 
herent in it; since relatively little is known about this fundamental 
relation, we strongly recommend further research. As we have pointed 
Cut, it would probably have been impossible for us to formulate even 
a tentative theory of occupational choice were it not that prior research 
in the development of the personality and of the adolescent was availa- 
ble as a guide. The following discussion reviews the relation between 
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the problems of the adolescent, the pressures exerted upon him, the 
support on which he can rely in his general development, and the process 
whereby he resolves his occupational choice. 

A major problem which confronts him is to enlarge his knowledge 
and improve his evaluation of himself and the world in which he 
lives. This is “reality testing.” The future which looms so large for 
him is both pliable and fixed. First, he must sharpen his discernment 
about himself and evaluate as objectively as possible his strengths and 
weaknesses so that he will be enabled to assess his true margins of 
freedom. In addition, he must acquire increasing perception of the 
world which will form the framework of his adult life. Again, he must 
differentiate the factors which contribute to pliability from those which 
impose rigidity. In this reality-testing process, the individual is trying 
to determine how he can best work toward the realization of his values 
and goals. 

Closely related to the process of testing is the need for increasingly 
sharpened time perspective by which the individual distinguishes more 
clearly between the present, the near future, and the more distant future- 
Failure to develop it will have serious repercussions on the ability tO 
meet effectively the various challenges which face him. 

In proceeding toward self-realization, the adolescent must recog- 
nize that his ability to achieve his objectives will depend in large 
measure on his being able to withstand the temptation of present pleas- 
ures. He must be willing to make sacrifices. One of his major challenges 
is the necessity to postpone current gratifications in order to work more 
effectively toward the realization of major objectives. (See “Sex and 
Class Behavior” by Eli Ginzberg, in About the Kinsey Report; 12.) of 
course, this postponement alone will not insure that the individual 
will be able to accomplish his ends. One essential element in this process 
is that the individual set realizable goals, realizable in terms of his 
personal resources and the reality situation, In ordering his life with 
respect to the future, the adolescent must be able to compromise in 
making his plans and pursuing them. Without this ability to compromise, 
he is certain to suffer serious frustration either because he has set him- 
self impossible goals, or is unable to change basic approaches which 
are unsuited for the accomplishing of reasonable goals. 

We have outlined the four essentials that have major import for 
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the development and future of adolescents and particularly for the way 
in which they work toward a resolution of occupational choice. These 
essentials are reality testing, development of time perspective, post- 
ponement of gratification, and compromise. The adolescent finds these 
problems particularly difficult, because at this stage of his development 
he is under manifold pressures and conflicts growing out of his general 
maturation. He is especially vulnerable to temptations of seeking cur- 
rent gratifications in the company of his own sex and particularly with 
persons of the opposite sex. 

The pressure for immediate gratification might be almost over- 
whelming were it not that the adolescent is able to find supports, both 
internal and external, which help him orient his behavior toward the 
future. Among the most important internal supports are the emergence 
of strong and fairly clearly defined values and goals. These values give 
direction to current activities; for instance, a boy from a lower income 
family might decide to work after school rather than to play ball in 
order to accumulate sufficient funds to pay the tuition in a specialized 
trade school which he hopes to enter in a year or two. This goal makes 
it possible for him to relate his present activities to the future. 

There are significant differences in the way in which people think 
about their future work. Some believe that work is a burden or at best 
Something to be endured, while others undoubtedly understand that 
work can yield significant satisfactions. Irrespective of how they view 
other aspects of the future, adolescents become increasingly aware that 
certain activities may be enjoyable for a limited time, but not perma- 


nently. One way in which they become more sophisticated in their 


planning is to appraise their likes in terms of tolerance for a particular 


activity. 

Although values and goals can help the adolescent to structure 
his current activities, he cannot rely on them exclusively. He must de- 
rive at least a minimum degree of immediate gratification from what 
he is doing in order to continue it. For instance, he will not remain 
in school once he is legally permitted to leave unless he responds posi- 
tively to at least some of his courses. It is not necessary for him to 
like all of the work or do well in every subject; but if he likes none 
of it, and does poorly in all, he will be certain to seek escape. The stu- 
dents from the lower income group who stated that what they liked 
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best about school was the lunch hour or the gym will undoubtedly 
leave school as soon as possible. It may be true that in childhood the 
learning process yields a considerable amount of direct pleasure, but 
apparently in adolescence learning for its own sake is no longer 
sufficiently attractive. It needs to be more strongly motivated, and the 
most important incentive is provided when the individual sees a rela- 
tion between his present activity and his future goals. 

The amount of support a person secures from structuring his values 
and goals depends in large part on his ability to understand and ap- 
praise correctly the importance of the work in which he is currently 
engaged and to realize the contribution which it can make to the accom- 
plishment of his major objectives. The ability to relate present work 
to future goals requires that the individual have both some intellectual 
perspicacity and imagination. 

Closely related to the foregoing are the apparent prospects of 
realizing values and goals. One important difference between adoles- 
cents from upper and lower income families grows out of their goals 
and their estimate of possible achievement, Those from the lower in- 
come group early recognize that it will be difficult to realize certain 
goals because of limited family resources, This will adversely affect 
their willingness to continue certain preparatory activities. Actually, 
the group as a whole tends to underestimate the potential for realiza- 
tion which is actually theirs. We noted that the girls found it very 
difficult to evaluate their college education in terms of its contribution 
to their occupational future because they had already discounted the 
likelihood of a significant working career, Hence, many took the posi- 
tion that it would be foolish to pursue a long or difficult course of 
studies. The prospect of realizing a future goal is of crucial importance 
in determining present action, because only the exceptional person will 
continue to put forth a major effort in the face of a very small chance 
of accomplishment. 

In addition to the internal Supports—particularly those of values 
and goals—which help the adolescent to withstand ¢ 
for immediate gratification and enable him to di 
amount of his activity toward the future, are a 
ports. The most important of these is the educ 
specified curriculum embracing certain areas o 


he strong pressures 
rect a considerable 
group of external sup- 
ational system, with its 
£ choices, its technique 
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of grading the work of students, the formal prerequisites which it lays 
down for promotion and graduation, the prizes which it awards. All 
pervasive is the pressure of time. There is a time to enter high school 
and a time to graduate; a time to enter college and a time to graduate. 
The struggling adolescent probably finds that these pressures and com- 
pulsions help him to order what might otherwise be diffuse and un- 
directed action on his part. The educational system has an importance 
beyond this, It operates in a more indirect fashion through its role in 
the value system of society. In order to achieve a certain social and 
economic status one must have achieved a certain level of education. 
We noted that lower income families increasingly exert pressure on 
their sons to complete high school. We also noted that each of the 
boys from the upper income families took it for granted, at least from 
the time he was eleven years old, that he would go to college. 

It is, however, from people, from key persons in the environment, 
that adolescents receive most support. In our cursory comments on the 
behavior of children during the period of fantasy choices, we referred 
to the fact that they express their occupational goals with reference 
to particular adults with whom they identify—the father, the police- 
man in the neighborhood, a baseball idol. They are unable to think 
about the complexities of an adult world except in terms of specific 
individuals whom they know. The adolescent also tries to understand 
the complex nature of adulthood by picturing it in terms of the life 
and work of key individuals with whom he is acquainted. 

These key persons influence in different ways the occupational 
choice of the adolescent, Some assume a dominant role by taking a 
strong position and trying to force the adolescent to follow their recom- 
mendations. There is the parent who says to his son that under no 
conditions will he continue to offer support if the son persists in his 
“insane” desire to become a professional musician—‘“insane” to the 
father who is, say, a successful shoe manufacturer. Whether the adoles- 
Cent accepts such dictation or takes the consequences of ignoring it 
depends on his emotional relation with the dominating parent. 

Other key persons act as intermediaries or counselors. They help 
the adolescent to gain a somewhat sharper view of the complex reality 
which he should include in his purview before reaching a decision. 
In many instances, the adolescent seeks out these adults and asks for 
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advice, recognizing that they are likely to have knowledge of the rele- 
vant factors, In a very real sense the adolescent “uses” these inter- 
mediaries to resolve the problem of an occupational choice. Some 
recognize their need for help but are disinclined to seek it because 
they are aware, either from their own experience or from the experience 
of others, that the key persons are likely to discourage them from fol- 
lowing a tentative choice, and seldom help them to move closer to 
a crystallization of a particular choice. However, key persons may be 
influential even when they are not directly approached. Many adoles- 
cents are indirectly influenced simply through close association with 
these adults and observation of their work and their scheme of values. 
These key persons provide a conducive atmosphere, which helps the 
adolescent to explore and resolve his uncertainties. Probably one of the 
most serious handicaps of the lower income group is the absence of 
informed and sympathetic adults, 

Closely allied with the foregoing is the influence of the mechanism 
of identification, particularly conscious imitation. There is always an 
clement of identification when individuals accept advice or are in- 
fluenced by key persons. But the identification mechanism operates in 
a sufficiently distinct manner to warrant special attention. Our discus- 
sion of identification is primarily in terms of conscious imitation rather 
than the psychoanalytic concept which stresses unconscious forces. 

the role played by identification in the occupational choice process 
can be illuminated by considering it at three different periods of time: 
the period of fantasy choices; the transition from fantasy to tentative 
choices; and the transition from tentative to realistic choices. Child- 
hood is typified by wholesale identification. The child wants to be 
exactly like a favored adult: to dress like him, do the same kind of 
work, and enjoy the same privileges. But this wholesale identification 
is fleeting. At the transition between the periods of fantasy and tenta- 
tive choices, between the ages of ten and twelve, the child begins to 
think about his occupational choice in terms of his father’s work. He 
does this in an exploratory manner and is more selective than before. 


It is as though he were asking himself whether he would really like 
to do the work which his father does, A 


several eleven-year-olds who stated that 
following their father’s occupation but ha 


mong our cases there were 
they had been thinking of 
d decided that it would not 
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interest them sufficiently and had made a different choice. Toward the 
end of the period of tentative choices and in the first stage of the 
realistic period—between sixteen and eighteen—many adolescents con- 
vey the impression of trying to decide whether they would like to 
pursue the same kind of life and work as followed by a favorite teacher 
or other key person. A teacher with enthusiasm for his subject or a 
person with particular enthusiasm for his occupation is most likely 
to be selected as a model. Through identification, the relevant complex 
factors begin to emerge, particularly through the development of inter- 
ests and values and goals. The selective nature of the identification 
Process can be illustrated by one of our cases. An eleven-year-old told 
us that originally he had wanted to be a missionary like his grandfather, 
but for various reasons he later decided against it. His later choices 
Were, in turn, “explorer and traveler,” “something to do with the use 
of foreign languages,” and most recently, “Far Eastern affairs” (his 
grandfather had been a missionary in the Far East), In our discussion 
of the boys from upper income families we noted that when they be- 
came aware of important considerations of income and social status at 
about fifteen, almost without exception they took for granted that what- 
ever work they would eventually select would enable them to meet 
the standards of their family. They assumed for themselves the family 
values—at least in the broad area of economic and social objectives. 
We noted that almost without exception boys from lower income families 
were determined not to seek employment at the water front because 
their parents had impressed upon them that it was undesirable from 
every point of view. 

How does this selective identification change with time? At six, 
the child may still think in terms of the clothes which his favorite 
Wears, or some other external characteristic, such as smoking a pipe. 
At sixteen, however, he can recognize the key values implied in the 
work and life of a preferred adult, which will help him make a more 
meaningful appraisal of his activities. The ease or difficulty in identify- 
ing with one or another aspect of the father’s work depends upon the 
nature of the work, as well as upon the child’s maturity. The son of a 
farmer understands quite well even before the age of eleven what the 
life of a farmer is really like; but the son of a research chemist or manage- 
ment engineer cannot easily visualize his father’s day. The important 
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role that values and goals begin to play in the occupational choice 
process at about the age of fifteen probably indicates that the indi- 
vidual is beginning to assume for himself some of the values of his 
parents and other key persons, and thereby to build his own system 
of values. In this process, he acts selectively. He seldom, if ever, adopts 
all the values of his model; he selects certain elements and incorporates 
them into his own structure. 

In the foregoing analysis we have indicated some of the important 
points of contact between the occupational choice process and emo- 
tional development, particularly during adolescence. We must supple- 
ment it by discussing, at least briefly, the possible relations between 
emotional factors and variations or deviations in the occupational choice 
pattern. At present there is no adequate system for classifying the be- 
havior of large social groups. To the extent that progress has been made 
in developing a system of “psychological types,” that progress has been 
limited to the study of deviating behavior. This presents a major ob- 
stacle to correlating significant patterns of occupational decision-making 
with personality. We nevertheless venture the attempt, because our 
case materials indicated an apparent connection between the two. 

here are at least two major types of personality: “work-oriented” 
and “pleasure-oriented.” Such a sharp dichotomy does not imply that 
the work-oriented person has little interest in attaining current sensual 
satisfaction, or that the pleasure-oriented person will Tak on his work 
as a burden and fail to find satisfaction in it. These descriptive terms do 
not imply incompatibility between these goals but rather a distinction 
based on emphasis. The difference lies in what the individual considers 
the center of his life, the force which gives him direction, in other words, 
his dominant values. i 
T he second constellation can be subsumed under the categories of 
active and “passive.” We are using these terms merely to indicate 4 
distinction between individuals who approach the problem by “actively” 
seeking to find the best answer, and those who seem to reach a resolution 
largely by a “passive” response in which outside forces and influences 
propel them to a choice. 

The mast reliable criterion to distinguish between the work- and 
pleasure-oriented individual is the ease with which an individual can 
be deflected from his present work and his plans for the future. It is 
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postpone his gratifications. He finds it difficult at times to discipline 
himself to the work situation, and to endure the frustrations inherent 
in it. 

An important area of research would be the extent to which cer- 
tain factors contribute to the development of a work- or pleasure- 
orientation. For instance, to what extent are individuals likely to tend 
toward a pleasure-orientation because of limited intelligence which 
makes it difficult for them to deal effectively with the uncertainties 
of the future? Similarly, are the lower income group likely to be more 
pleasure-oriented because of the realistic difficulties of developing a 
sound life plan? 

A second field for future research is suggested by the several in- 
vestigations of age as an important factor in determining the extent 
to which people are work- or pleasure-oriented. According to Charlotte 
Buehler (25) with the onset of middle life, at about forty, when the 
individual has established his life pattern, usually with wife, children, 
job, home, community ties, and other essential elements, there occurs 
a “structural shift” from a pleasure-oriented focus to a work- or at 
least value-oriented focus; a shift from “wish” to “duty”, as Frenkel and 
Weisskopf (29) described it. Much more study is required before the 
main constituents of these constellations can be fully delineated and 
their interaction fully understood. 

Our second approach to studying the interrelations of emotional 
forces and occupational choice is based on the distinction between 

active” and “passive” persons. These terms do not, of course, in any 
way carry moral or medical judgments. The terms as here used relate 
only to the individual approach to the problem of occupational choice, 
the way in which-he makes decisions and resolves his choice. The 
active” person takes positive steps in his own behalf. The “passive” 
type responds to external pressures; he reacts to major forces instead 
of seeking to control them. 

f A more fundamental distinction is the intensity of concern. The 
active person seeks a deeper understanding of the essential elements 
in his own personality—interests, capacities, and values—to which he 
desires to give expression in his occupational choice. The passive indi- 
vidual acts as if he assumed the occupational choice either would be 
made for him by someone else or would be the more or less inevitable 
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outcome of current experiences and exposures. He seems to believe 
there is relatively little he can do to determine the outcome. When 
an opportunity is offered, he may grasp it, but he will do little to create 
one. To the observer he may appear to be floundering. 

One of the interesting questions for future research is the correla- 
tion between activity and work orientation and between passivity and 
pleasure orientation. One characteristic of the passive person is his 
receptiveness to stimulation in the external environment, and it is in 
the external environment that the pleasure-oriented seeks his gratifica- 
tions. The active person may be motivated because he recognizes the 
opportunities for satisfaction that work can provide him, and we have 
seen that the work-oriented person seems to be concerned with internal 
forces, with his interests and capacities and opportunities for self- 
realization. Consideration must be given to the extent to which the 
reality situation encourages the individual to assume an active role 
with respect to his occupational choice. It is probable that the lower 
income group is more passive because their environment makes it so 
much more difficult for them to impose their wishes and desires in 
the choice of employment and to carry them through successfully. This 
may well be one of the major disabilities of this group. It should be 
Tecognized, however, that under certain circumstances those in upper 
income families may also be exposed to a series of environmental pres- 
sures which enforce a certain degree of passivity. There are many sons 
of successful fathers who are under strong pressure to proceed along 
a certain path and who can deviate only at the risk of precipitating a 
family crisis. However, it is the lower income group which is most 
likely to manifest passive behavior. 

This discussion must include some analysis of why individuals may 
fail in preparing themselves for work. We have mentioned the impor- 
tant role that identification—partial identification—plays in aiding the 
individual to reach a mature choice. The person who does not or can- 
not make appropriate identifications is apt to show some deviation in 
his occupational choice behavior. We found, in our case materials, 
multiple indications that young men who were encountering difficulties 
in making an occupational choice gave evidence that they had not 
made an appropriate identification with their father or other key per- 
Son. An interesting research investigation which should be undertaken 
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is a study of boys who were deprived of a father through death or 
divorce early in their childhood and who were brought up without an 
adequate father substitute. _ 

Another difficulty which arises in connection with the process of 
identification is manifested by the child who is so strongly identified 
with his father that he cannot free himself of this tie, even in late 
adolescence or young adulthood. Here, too, our cases are suggestive, 
for there were several college seniors in the upper income group who 
were floundering with respect to their occupational choice and whose 
interviews suggested that they had never been able to loosen the bond 
that tied them to the father. 

Our analysis of the pleasure-oriented person also contains a few 
elements which help to explain the failure of certain individuals to 
make an occupational choice. Many encounter difficulties in the later 
stages of development because their occupational planning remains 
almost exclusively centered on interests. Pleasure-oriented persons have 
trouble in making the essential linkage between present behavior and 
future goals and values. The reason is that by virtue of their pleasure- 
orientation, they are propelled to keep doing what interests them, that 
is, to maximize current satisfactions without reference to the implica- 
tions of this for the future. 

As we have demonstrated, compromise is the essence of a success- 
ful occupational choice; and a pleasure-oriented person finds it hard 
to make a compromise. He cannot tolerate giving up any part of an 
activity that is strongly pleasurable, especially if he must substitute 
for it a course of instruction or a type of work which is difficult or 
frustrating. 

The failure of some individuals to arrive at a successful solution 
has its roots in a pathological passivity. There are students, even at 
college level, who seem to be bereft of that minimum of initiative 
which is required for self-development—for the development of inter- 
ests and resources. They behave as if propelled by some external force. 
Moreover, they fail to take the minimum actions necessary to acquaint 
themselves with the reality situation—for instance, the requirements 
for graduation or the demands of future employers. Their reaction when 


confronted with a barrier is typical: they say, “No one told me to do 
this.” 


a 
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Other individuals comply with the regulations and the require- 
ments in all regards. They frequently get excellent grades. Their pas- 
sivity must be deduced from the fact that they have failed to link their 
present activities to the future. They may be elected to Phi Beta Kappa 
and win other honors, but they encounter serious difficulties once they 
leave the protective school environment. They are suddenly confronted 
with the consequences of their failure to establish the essential linkage 
to the future. 

There is no need to elaborate this discussion of disturbance by 


citations from our case material; anyone can fill in the examples from 


his own experience. Our general theory of occupational choice does 
not make adequate provision for emotional determinants. Therefore, 
in this chapter we have indicated a few specific areas of future research 
where contributions could be made to enhance our understanding of 
the role that emotional factors play in the choice process. 

Studies of deviations in choice behavior must recognize that adoles- 
cence is a difficult period to investigate because of the great fluidity 
of psychological processes, as individuals transform themselves from 
children into adults. This transformation is accompanied by such stress 
that every individual, even the most balanced, appears to be somewhat 
unbalanced or disturbed. Because of the turbulence of the period, the 
distinction between “normal” and “abnormal” disturbance becomes 
somewhat blurred. Every parent knows that he must tolerate “queer 

pring. For this reason, it remains a 


behavior” from his adolescent offs 
major challenge to recognize the presence of truly pathological ele- 
ehavior of certain adolescents. It is 


ments in the occupational choice b 
probable that, as we acquire more knowledge about the relationships 
between occupational choice determination and emotional develop- 


ment, our understanding will be sharpened and we will be able to 
develop more effective criteria of normal and abnormal choice be- 


havior. 


Chapter 15 


OCCUPATIONAL CHOICE AND WORK 


Wor EXPERIENCE, particularly in the early years of employment, 
frequently leads the individual to reconsider his occupational choice. 
The stopping point of our study at the college level had particular 
limitations in regard to individuals from lower income families who 
tend to enter the labor market in their late teens, which is too early 
for most of them to have crystallized and specified their occupational 
preferences. It is our belief, supported by the work of other investiga- 
tors, that the early years at work represent for the lower income group 
a counterpart of the learning experiences the upper income group 
secures from college and post-graduate studies. The specific parallel 
is the exploration and testing during these years—for one group, on 
the job, and for the other, in school. Individuals from both groups 
hesitate to commit themselves until they have experienced this period 
of exploration and testing. 

Although we did not pursue our analysis into the working arena, 
we nevertheless discovered formulations important for the understand- 
ing of factors which contribute to or detract from the ability of the 
individual to gain satisfactions from work. This chapter will deal with 
four aspects of this problem: the importance of the occupational 
decision-making for work satisfaction; the nature of work satisfaction; 
the extent to which the strategic elements which condition work satis- 
faction become operative during the period of choosing an occupation; 
and finally, the factors which determine the extent to which an indi- 
vidual seeks satisfaction in his work. 

In the later stage of his occupational planning, the individual be- 
comes aware of certain essentials about work. First, he fully accepts 
the fact that he will have to work. Then, as he recognizes that the work 
week is forty hours or more and to this must be added the time needed 
for traveling to and from a job, he comes to realize that work represents 
the largest segment of his waking life. The next clear fact is that in 
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a money economy such as ours the kind of work which one does will 
determine to a very substantial degree the income which he will earn 
and the prestige which he will have in the community and that, there- 
fore, work will have a tremendous influence on his life. Finally, many, 
if not all, adolescents recognize that work will offer them a particular 
kind of challenge: if they like it, they will gain direct satisfactions 
from it; if they can tolerate it, they will perhaps not acquire satisfac- 
tions from it but will at least not be frustrated; but if they have to 
work at something they dislike, they will suffer serious frustrations. 
All these facts become more or less clear to the adolescent at about 
sixteen. 

Because he recognizes these important aspects of work, the mature 
adolescent in an advanced period of occupational planning will con- 
sider how he can best acquire work satisfaction in the future. This 
is the link between today’s occupational choosing and tomorrow’s work. 
To the extent that the individual has freedom of choice, and to the 
extent that he has intellectual and emotional balance, he will develop 
his occupational plan to attain work satisfaction. 

What is the relation between occupational choice and eventual 
satisfaction in work? For the college-trained group who choose a 
profession—medicine, law, engineering, architecture—the opportunity 
to follow a career depends upon a prior decision to secure specialized 
education. But the professional group represents a small minority. Most 
college graduates enter business, and the high school group, whether 
or not they graduate, usually attain employment in manufacturing 
where they work at a manual, clerical, or sales job, or in the service 
industries. It might appear at first that the economy “selects” the indi- 
vidual regardless of the education he has acquired. Certainly, the 
market exercises an influence on the type of work open to those who 
seek employment for the first time, and frequently even to those who 
have had long and specialized training. On more than one occasion 
there have been thousands of graduates from engineering schools in 
excess of the number of jobs available. And the compulsive influence 
of the market would be much greater on younger persons without 
specialized training. But this environmental interpretation which places 
all the emphasis on the availability of jobs can be carried too far. We 
have seen that even boys from lower income families have considerable 
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latitude in occupational planning. Since the job, the income, and the 
conditions of work depend to a large degree on the individual's prepara- 
tion, an exclusively environmental interpretation cannot be supported. 
The market selects after the individual decides—for example, to com- 
plete a certain level of schooling and, in particular, to acquire specialized 
training. 

This can be reformulated. Utilization of educational opportunities 
has a direct bearing on the kind of work an individual is likely to do. 
He can make more or less use of his opportunities. What he does with 
them will undoubtedly depend in part upon external forces, including 
fortuitous circumstances, but will also be influenced by his values and 
goals and by the extent to which he looks forward to realizing them 
through work. 

If unemployment is not rampant, and if the individual is not forced 
to enter the labor market at an early age, he retains a margin of choice, 
although the margin is considerably smaller for those who come from 
lower income families. He frequently can decide whether he would 
prefer to work indoors or out-of-doors; whether he would be willing 
to undergo a period of apprenticeship with relatively small earnings, 
in the expectation of acquiring a special skill and higher earnings at 
a later date. On many jobs he can decide whether to work the minimum 
number of hours or whether to trade free time for additional income 
or experience. He has further options about his free time, for he can 
spend part or all of it in improving his skills, or he can spend it in 
recreational pursuits. 

All these decisions and many more like them will have, perhaps 
not individually but surely cumulatively, a significant effect upon the 
degree of eventual work satisfaction. This is true for persons whose 
margins of choice are relatively narrow and it is even more applicable 
for the college group who have a wider range. Since the upper income 
group can largely determine for themselves the kind of work they 
want to do, they can scarcely neglect to consider, during the decision- 
making period, the values which they hope to realize from work. It 
is impossible for the individual to crystallize his choice until his goals 
and values are clearly defined. Differences in the value schemes of 
adolescents are precursors of the different satisfactions which indi- 
viduals will seek and derive from work. 
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In trying to identify the significant satisfactions to be derived from 
work, the individual usually recognizes three distinct, though related, 
types. The first, and most obvious, is the return in the form of monetary 
rewards and prestige. Second is the intrinsic satisfactions—the pleasure 
in a specific activity and in the accomplishment of specific ends. The 
third element can be designated as concomitant satisfactions, such as 
those which certain people derive from working in a particular physical 
environment or with a particular group. Concerning returns from work, 
the important consideration is not the absolute amount but rather the 
amount in relation to expectations, which, in turn, is a function of 
values and goals. A young man from a lower income family who earns 
eighty dollars a week will gain satisfaction from it because it is con- 
siderably more than the family income to which he had been accus- 
tomed. 

Interestingly, most of the boys in this group did not look forward 
to earning very large sums. Their maximum goal was eighty or one 
hundred dollars a week. Their expectations were reasonable. Conversely, 
a much higher income might fail to yield comparable satisfaction to 
a boy from a well-to-do family. We found that sons of these families 
had little interest or desire to secure an income above that earned by 
their parents; they were interested in attaining a similar standard of 
living. On the other hand, we found that boys from the lower income 
group hoped to earn more than their fathers did, in order to raise 
their own level of living. It is interesting to note that several girls from 
upper income families felt they had been brought up in too luxurious 
surroundings. They did not expect their husbands to provide them with 
a comparable standard—surely not during the early years of marriage 
—nor did they see any eventual hardship for their children if they 
were raised under more modest circumstances. 

During the period when they are concerned with occupational 
choice, many individuals realize that the work they finally choose should 
be something they would enjoy doing constantly, day in and day out, 
week in and week out. The exploratory period in college is helpful 
in this respect. One reason enthusiastic teachers play such an important 
part in the decision-making process of young people at the college level 
is that the uncertain youngster easily recognizes a person who is happy 
in his work. To the extent that he can see himself in the same or a 
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related role, he too can look forward to gaining considerable satisfac- 
tion from engaging in the same type of work. 

Viewed genetically, intrinsic satisfactions from work are intimately 
related to interests which, we recall, provide the first basis for a tenta- 
tive selection of an occupation. Through interests the eleven- and twelve- 

,year-olds begin to differentiate among pleasant and unpleasant activi- 
ties and understandably think of a future occupation in terms of an 
activity which they find pleasurable. Seldom can a boy in early adoles- 
cence test directly the type of work in which adults engage. At most, 
the school curriculum offers a few subjects that have some relation 
to adult work. Hence, if the young adolescent finds that a particular 
subject around which he had built a tentative choice no longer inter- 
ests him, he seeks another area. For at this age he thinks of a choice of 
work mostly in terms of interest. 

One reason that he may shift lies in the changes in his emotional 
and intellectual make-up. As he acquires an increasing understanding 
of himself and the external world, he begins to consider critically an 
activity which he had previously accepted unreservedly and which 
had satisfied him. For instance, during early puberty a boy from an 
upper income family may enjoy working with wood and may think 
of his future in terms of carpentry. But as he comes to realize that 
according to his family’s standards carpenters earn a limited income 
and, further, have little social prestige, he will almost inevitably forgo 
this choice and look for another which will be less in conflict with 
his emerging values and goals. While some avenues of satisfaction 
thus become closed, or at least are limited to the status of a hobby, 
others open up in response to his increasing intellectual maturation. 
There are many types of work and many types of jobs about which 
an eleven-year-old has no knowledge and which he therefore cannot 
appraise as to personal satisfaction in them. As he gains in knowledge 
and insight he can begin to explore and to react to a new range of 
activities. 

In addition to this pleasure aspect of a particular activity (which 
we have called “function pleasure”), intrinsic work satisfaction con- 
tains the further component of the satisfactions that come with ac- 
complishment. Work is a social activity, and the end products of effort 
have a social value. The efforts devoted to intermediate stages become 
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important because of the contribution which they make to the final 
result. Any activity is evaluated partly in terms of social standards. 
For the child, especially the young child, this is the most important 
criterion of evaluation. Parents and other key persons constitute the 
social group for the child, and approve and applaud his efforts to ac- 
complish a particular end. With time a second criterion develops, a 
personal one: satisfaction through accomplishment still depends on 
social standards, but is now also influenced by subjective standards— 
a weighing of ability against achievement. 

If accomplishment falls short of either the external or the subjec- 
tive standard, satisfaction is decreased. For instance, frustration occurs 
when the goal is reasonable but beyond reach because of limited indi- 
vidual capacities. Even a talented person may set his goal too high. 
This is the dilemma of the “perfectionist,” who is not satisfied with 
accomplishing a great deal because whatever he accomplishes is always 
below the standard which he has set for himself. Dissatisfaction will 
also arise whenever an individual is placed in a work situation that 
does not demand his full capacities; mature people recognize that they 
cannot be fully satisfied with less than this. Hence when they find 
themselves, as during a war, in an assignment that uses only part of 
their abilities, they may feel frustrated, for they know that they are 
capable of doing more and better work. ; 

We noted at the beginning of our discussion of work satisfaction 
that in addition to the returns and the intrinsic satisfactions there are 
certain concomitant satisfactions which on occasion may become im- 
portant. One interesting point about this is that a working environ- 
ment prove highly satisfactory to one person and frustrating to another. 
This can be readily illustrated. Many professional persons find it difficult 
in wartime to adjust to the rigid hierarchical structure of the Armed 
Forces, in which the individual with the higher rank is always right. 
Professional people place great importance on the quality of work and 
find it difficult to adjust to a scheme in which status is the determining 
factor. Other people are happy to be part of an organization in which 
their duties and responsibilities are clearly delineated. 

Another illustration is presented by individuals to whom a metro- 
Politan center offers special attractions; they are quick to accept a 
transfer to a large city. They find the rush and bustle of city life at- 
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tractive. They consider the competitiveness in business and the 
anonymity in social living desirable. On the other hand, many people 
are determined never to work and live in a large city; everything about 
life in a cosmopolitan center is an anathema to them. However, to 
most persons considerations of this kind are of secondary importance. 
They can live in small cities or in large ones; they can work most of 
the time at a desk or they can work with almost equal satisfaction at 
a job which requires them to keep moving from one office to the next, 
or from one city to the next. Individuals who find environmental con- 
siderations of lesser importance are likely to be motivated by financial 
returns or intrinsic satisfactions. 

The complex nature of work satisfaction can now be more readily 
appreciated, for we have distinguished at least three major components: 
returns, intrinsic satisfactions, and concomitant satisfactions. Every 
person is interested, at least to some degree, in monetary returns. He 
must earn enough to maintain himself, and usually a family, even if 
he is willing to accept a low standard of living. With respect to in- 
trinsic satisfactions, the variation among people may be considerably 
greater, although at present we know little about this, Probably many 
people are willing to engage in any work that is not actually frustrating; 
they do not seek intrinsic satisfaction. If a job is tolerable, their primary 
concern is with the salary or wages and the general conditions under 
which they work. With respect to the conditions of work, most people 
can probably adjust to a rather wide range. On the other hand, for 
many, environment is important and may lead to either satisfaction 
or frustration. They compromise by accepting lower returns in order 
to work in a satisfactory environment, Even exceptional returns would 
not induce some of them to work under inacceptable conditions. For 
instance, some scientists would not leave a university post to enter 
business for any amount of money. 

The discussion in the preceding chapter of the work-oriented and 
the pleasure-oriented person indicates the relations between these types 
and their search for work satisfaction. Our case material is replete with 
evidence that one of the characteristics of the work-oriented person is 
his search for intrinsic work satisfactions, while the pleasure-oriented 
person is more concerned with returns and concomitant satisfactions. 
We believe this to be true even though some persons who devote almost 
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all of their waking hours to their jobs apparently do so for money or 
prestige. For these people the drive must be sought in instinctual pres- 
sures rather than in the desire for objective accumulation. 

The three major components of work satisfaction which we have 
discussed are present in whole or in part during the period when the 
individual is trying to evolve an occupational choice. They are not 
obvious in the preparatory stage before the individual is actually at 
work, but as he structures his scheme of values he is seeking to realize 
different types of work satisfactions. During the earlier stage in the 
decision-making process, he is concerned with intrinsic satisfactions, 
both from the activity itself and from accomplishment; in later adoles- 
cence he concerns himself with the question of returns and concomitant 
satisfactions. He may approach the question of returns indirectly 
through consideration of the standard of living which he would like 
to achieve rather than in terms of income. 

As the individual passes into late adolescence and young adult- 
hood, he becomes more susceptible to the attractions of returns and 
concomitant satisfactions. Part of the explanation may be that he has 


clarified the problem of intrinsic work satisfaction and that, therefore, 


the other components come more sharply into focus. The shift in em- 


phasis may also be a reflection of external pressures. As he approaches 
the end of his schooling, he begins to think more realistically about the 
opportunities and limitations of available jobs. This is further increased 
by his mounting concern with the question of when he will be able 
to marry and support a wife, These external pressures force the indi- 
vidual to appraise the various components of work satisfaction. 

This reordering of the components of work satisfaction in which 
the young man indicates his concern with returns instead of intrinsic 


work satisfaction has a parallel in the way in which young women, 
tend to place the entire problem of work 


Once they focus on marriage, 
people of both sexes anticipate that 


in a secondary position. Young 
a large part of their total satisfactions will be derived from their familial 


and social activities, and this induces them to minimize the importance 
of finding intrinsic work satisfactions. 

This change in focus may reflect in part the difficulties facing 
adolescents in selecting an appropriate occupation. The older adoles- 
Cents realize that an appropriate choice cannot be based solely on their 
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interests, solely on intrinsic satisfactions. Yet they are deeply concerned 
with finding a choice that promises to yield intrinsic satisfactions. This 
is complicated by the difficulty of translating interests into a job. And 
if the tentative choice depends on a large investment of time and effort, 
as is frequently the case, then the difficulty is enhanced, for most peo- 
ple are disinclined to undergo present sacrifices for future satisfactions. 

There may be a sizable gap between the intrinsic work satisfactions 
that people seek and their opportunities for attaining them. At first 
glance this might seem anomalous, for under conditions approximating 
full employment the economy boasts about forty thousand different 
types of jobs. Why should the individual encounter any difficulty in 
finding a job that would fulfill his desire for intrinsic work satisfaction? 
The answer lies in the fact that only a few of the forty thousand jobs 
are actually available to each individual. There are many which he 
does not even know about, and many others for which he is not ade- 
quately prepared or equipped. Moreover, he himself eliminates from 
consideration a large number of possible jobs because of the low mone- 
tary rewards and, to some extent, the unsatisfactory environmental 
conditions. Those who come from lower income families frequently 
have diffculty in finding work which will yield substantial intrinsic 
satisfaction, since so many jobs are closed to them because of their 
inadequate training. Persons from upper income families rule out of 
consideration most jobs that fail to meet the social and economic 
standards of their class. 

Although the family plays the most important role in the develop- 
ment of the individual’s scheme of values, many adolescents are also 
influenced by the values of their group and of society at large. In gen- 
eral, our culture places great stress on returns from work to the dis- 
regard of intrinsic work satisfaction, and these external pressures help 
to place the question of returns, at least for most adolescents, in the 
center of their approach toward work. 

The connection between the occupational choice process and work 
satisfaction is not contained in the specific decision which the indi- 
vidual reaches, but in how he clarifies the goals and values which are 
associated with the satisfactions he seeks in work. This clarification 
is an essential part of his occupational decision-making, for he cannot 
make a choice without determining, at least preliminarily, what he 
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wants to get out of work. If he fails to clarify his goals and values 
and fails to crystallize his choice, it is more than likely that his work 
experience will prove frustrating. Not knowing what he wants from 
work, he will be unable to choose from among such alternatives as he 
may have. True crystallization and specification cannot take place until 
a clarification of goals and values has been made. The foregoing analysis 
indicates the significance of balance among these elements, since it 
would be impossible to secure a high level of work satisfaction by 
reliance on only one of the component parts—returns, intrinsic satisfac- 
tion, or concomitant satisfactions. All three have a role to play, although 
their relative importance will depend on the value scheme of the indi- 
vidual. 

We noted that during late adolescence and young adulthood as 
individuals crystallize their occupational choice they appear to be more 
concerned with returns and concomitant satisfactions than with in- 
trinsic work satisfaction. This may reflect the fact that crystallization 
includes a proper allowance for intrinsic work satisfaction, and that, 
further, as a person enters his twenties, he becomes increasingly con- 
cerned with obtaining the economic wherewithal to marry and establish 
a family. In crystallizing their occupational choice many people provide 
for the potential satisfactions from work. But our case materials are 
replete with evidence that others either feel themselves under a com- 
pulsion to reach a decision without considering intrinsic satisfactions 
or place major emphasis on returns and concomitant satisfactions. 

The failure of some people to crystallize their occupational choice 
may reflect their inability to find a solution for the problem of intrinsic 
work satisfaction. They do not want to commit themselves to a choice 
that may not give them a maximum of intrinsic satisfaction, and they 
are unable to find the appropriate translation for their interests, capaci- 
ties, and values. So they continue searching, exploring, and experi- 
menting until they become discouraged. Their behavior is yet another 
indication that a satisfactory occupational choice must be a balance 
among the respective components, rather than a decision based on 
only one factor. 

The roots of intrinsic work satisfaction can probably be found in 
the play activities of children. Although we have little knowledge of 
the linkage between play and work, it surely exists. Most of the activity 
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of young children is devoted to play. Play is spontaneous in that the 
stimulation to engage in it is predominantly internal; the pleasure 
derived from it is the direct result of the activity. Until the child enters 
school, play is the center of his life. And during his early years in 
school, play remains important. But the school attempts to direct what 
was formerly spontaneous activity; it tries to direct play into channels 
of social significance and usefulness. When we asked children of ten 
or eleven whether school was work, they replied that it was “part play 
and part work.” 

An essential characteristic of maturing is the satisfaction gained 
from the mastery of new skills and from using them to accomplish 
specific ends. The simple pleasure previously derived in spontaneous 
play, is gradually replaced by the more complex satisfactions in pur- 
poseful activity. The youngster does not forego completely the pleasures 
of simple play, but these comprise a decreasing segment of his daily 
activity. He derives considerable satisfaction from accomplishment 
through the exercise of new skills. He can make a picture of a house 
or perhaps build a bridge which will gain the approbation of adults; 
he will show off his collection of beetles which he has neatly catalogued. 
His directed activity—schoolwork, drawing, reading, building, collect- 
ing—is likely to be commended or praised when he has accomplished 
the task which he has set himself or has had'set for him. The outstand- 
ing illustration of external forces propelling him to undertake activity 
with a distant, rather than an immediate, end is the pressure exerted 
on him by school to acquire knowledge. The less current gratification 
there is in the activity or the mastery of a skill the more important 
become the satisfactions derived from the approbation of parents and 
teachers. But before long, the source of approval which was initially 
external becomes increasingly internalized. The child begins to es- 
tablish for himself goals and standards of accomplishment and to gain 
satisfaction by meeting them. 

The eleven-year-olds whom we interviewed no longer thought of 
themselves as engaged in perpetual play. Apparently they had learned 
new skills and had utilized them sufficiently to be able to recognize 
that the directed activity was satisfying to them. Of course, not every boy 
liked everything about school, but he no longer thought about an 
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existence without any structured activity, without school. In response 
to our question of what they would do if they had a million dollars 
when they grew up, and would not have to earn an income, they re- 
plied that they would still want to work because “doing nothing would 
be too boring.” Our case materials show that even in prepuberty the 
child cannot conceive of a life in which he is freed of all obligations 
to work and is deprived of all opportunity to accomplish. Even at this 
early age, these forms of expression appear to be essential for normal 
living. 

Most of the children from the lower income families responded 
to the question about the million dollars in much the same fashion. 
They explained that it would be boring not to have anything to do. 
The differences in the replies of the two groups is suggested by the 
statement of many from the lower income families that they would 
use part of the million dollars to provide themselves with a higher 
standard of living. 

A further sidelight on the problem of intrinsic work satisfactions 
can be gained from reviewing the degree of concern of persons at each 
age level, in each of the three groups we studied, with avoiding a job 
involving routine work. One boy remarked that he could never think 
of doing anything connected with statistics or mathematics because 
the work is so routine, while the next contended that he would not 
consider a job unless he could work with numbers. Routine appears 
to be a subjective reaction to a particular type of activity and is not 
inherent in the activity itself. What, then, is the essence of routine? 
It is the compulsion on an individual to spend his hours in repetitive 
activity without considering the work significant or challenging. The 
person who refuses to consider a job that requires the use of mathe- 
matics indicates that he sees no prospect of gaining satisfaction from 
such work. 

During school some persons find it dificult to acquire satisfaction 
from the learning process because, among other reasons, they lack the 
capacity or the emotional stability to absorb what is being taught. 
This makes it impossible for them to accomplish anything for which 
they could expect recognition and from which they could gain satis- 
faction, Actually they may be reprimanded and punished because of 
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their failure to learn. Sooner or later they may conclude that most 
tasks imposed upon them by the external world can only be frustrating. 
They cannot think about intrinsic satisfaction from work because they 
are unable to tolerate the self-discipline that good work requires. 
The majority of people who do not encounter serious difficulties 
in their schooling tend at first to accept uncritically the materials and 
goals which their teachers place before them. And they are sufficiently 
stimulated by the acquisition of these essential skills so that they do 
not respond negatively to the learning process. But this period of un- 
critical receptivity is short. Puberty confronts the youngster with new 
sources of spontaneous pleasure, These new Opportunities lead him to 
reassess the value of the learning activities. Unless he has internalized 
the meaning of learning, both as to standards and content, and unless 
he has integrated it into his goals and values, he is likely to balk at 
the expenditure of time and effort. Unless he can see the purpose of 


to his future and to understand the importance of continuing with his 
schooling because of the contribution it will make to his later life, there 
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the center of life, is infantile. These individuals are disaffected by work 
and make only a minimum investment in it. They thus sacrifice any 
possibility of real maturity and of self-realization through work. They 
seek compensating satisfactions which, because of their temporary and 
unimportant character, cannot prove nearly as meaningful as satisfac- 
tions derived from work. 


Part V 
POLICY 


Chapter 16 


THE CONSERVATION OF HUMAN 
RESOURCES 


As WE STATED in Part I, our research into the determinants of occupa- 
tional choice forms part of a broader investigation into the economics 
of human resources. This larger investigation is focused on discovering 
how to reduce the waste that is so widespread in both individual and 
social adjustment to work. This concluding chapter will call attention 
to important policy implications with respect to the conservation of 
human resources which flow from the general theory of occupational 
choice that we have tentatively formulated. Specific reference will be 
made to influences on the process of decision-making of the culture, 
the family, the school, and the vocational guidance counselor. 

Our culture still retains in its folklore the concept that any person 
can become whatever he wishes if only he is willing to make the effort. 
A related belief is that the achievement of happiness depends on the 
individual himself; he can disregard, or overcome, all barriers in his 
path. This folklore, as all folklore, contains elements of truth. Compared 
to more rigidly structured societies, ours enables the determined indi- 
vidual, especially if he has outstanding endowments, to move many 
rungs up the educational and social ladder. Nevertheless, the class into 
which one is born greatly influences the amount of education one is 
likely to acquire, and this in turn will have a significant effect on the 
range of jobs for which he can later qualify. 

Our interviews of boys from the lower income families did not 
indicate that they maintained their fantasy choices during adolescence. 
If anything, the opposite was indicated. These boys came from a group 
where few completed high school, and fewer attended college. It was, 
therefore, difficult even for a good student who liked to study to con- 
template college seriously. Although such a student might find con- 
tinued schooling an economic strain, the major barrier was the lack of 
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stimulation and absence of appropriate values in his background to sup- 
port him through an ambitious educational program. One of the major 
challenges facing our society is the development of appropriate methods 
—in addition to financial support—to help those with capacity and 
talent in the lower income groups to pursue additional education and 
specialized training. These adolescents require the outside stimulation 
and guidance which their families and their friends are unable to 
provide. 

Our culture maintains that education is worth while, which often 
leads to the deduction that the more education one has the better. 
This emphasis on education carries with it a tolerance for delay in 
reaching a decision about one’s future occupation. “First I will get an 
education and then I will see what I want to do with it.” Implicit in 
this approach is the belief that education itself will contribute to the 
resolution of an occupational choice. Many persons believe that going 
to college will eventually facilitate their resolving the question of a 

future vocation. 

The pursuit of a university degree is usually motivated by such 
a strong desire for status that it tends to obscure still further the rela- 
tions which ought to exist between education and occupational choice. 
A Bachelor's or Master's degree is an end in itself. Few persons feel 
it necessary to evaluate education specifically in terms of the contribu- 
tion it might make to their future work. It would be desirable if the 
culture exerted pressure on the individual, especially in his late teens 
and early twenties, to relate his college courses to his future work. 
This recommendation does not imply that all collegiate and higher 
education should be “vocational” in the narrow sense of the term. 
Our emphasis is on the desirability, in fact the necessity, if resources 
are not to be wasted, of a vocational orientation for all college students; 
this is entirely different from a vocational program. 

We further question the assumption that the prolongation of educa- 
tion is ipso facto desirable. It may be, but not necessarily. We noted 
earlier that boys from the upper income homes are more fortunate than 
those from the lower income homes in occupational decision-making 
in that they do not have to commit themselves early in their adoles- 
cence. But not all of the upper income group benefited from delay. 
Several college seniors in the group had not crystallized their choice. 
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From parallel studies of selected groups of veterans, we ascertained 
that many utilized to good advantage the opportunity to reopen their 
occupational choice made possible by the financial assistance proffered 
them by the government; they were able to evolve a more meaningful 
choice. But other veterans used the opportunity of more schooling as 
a hedge: they had no definite aim when they returned to school, and 
they failed to evolve one during their schooling. For them, going to 
school was a justification in itself and a very good screen to hide the 
fact that they were making little, if any, progress in resolving their 
occupational problem. Prolonged education per se is not an advantage; 
the advantage lies in the opportunity for leisurely deliberation concern- 
ing an occupational choice and for avoiding premature commitments. 
But irrespective of whether the educational process is long or short, 
the individual must attack the problem if he is to find a satisfactory 
answer. 


Our culture places major emphasis on the returns from work. 


Success and happiness are frequently measured in terms of the amount 
of money that one earns. A correlative of this emphasis on returns is 
the underemphasis on intrinsic work satisfaction. As an outgrowth of 
the egalitarian ethos of the culture, one type of employment is con- 
sidered as good as the next, and, if the income is higher, it is better 
than the next. This carry-over of an egalitarian attitude to work has 
an important positive element in that a man does not lose status—at 
least not as surely as in a European environment—because he works 
with his hands or works under rough conditions. The negative aspect 
of this value scheme is that it does not matter very much what kind 
of work one does; the important thing is to find a job that pays well. 
One inevitable consequence of this is the disinclination of many indi- 
viduals to make monetary or other sacrifices in favor of work that 
can provide them intrinsic satisfactions. These individuals also usually 
fail to make a real investment in preparing for work and, without such 
ible for them to attain real intrinsic 
satisfaction which is dependent on satisfying one’s own working stand- 
ards and making full use of one’s capacities. Thus, through the em- 
phasis which it places upon the returns, the culture is operating to 
deflect individuals from realizing a maximum of satisfaction from their 


work. 


an investment, it will be imposs 
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In some cultures, occupational choice is resolved at birth, for the 
family more or less determines one’s occupation. At present relatively 
few societies are characterized by a rigid caste structure; neverthe- 
less, even in a fluid social structure such as our own, the family con- 
tinues to exercise an important influence on the occupational choices 
of the younger generation. For it is as a member of a family that the 
child first learns about the jobs that exist in the adult world; it may 
be through the family that he acquires his first experience at work; 
and it is through the family that he is encouraged to follow one path 
and discouraged from following another, even if only indirectly 
through his absorption of familial attitudes and values, 

At the present time in the United States, except for the farm 
population and those households supported by a family business, the 
family sets a framework lacking certain essential elements. We noted 
in our study of the boys from the lower income families that many 
were discouraged by their parents from following in their father’s foot- 
steps. The family was an influence in the boy’s decision-making, but 
usually the influence was negative. The youngster was advised to seek 
employment elsewhere than on the docks; told that work as a rigger 
was unsafe, unsteady, and poorly paid; and informed that unskilled 
work had no future, Although such negative advice can be helpful, 
it is never adequate. In the final analysis, the individual is always more 
concerned with the one job for which he should prepare himself than 
the hundred jobs which he should ignore. In this respect, the families 
of the lower income group failed: they did not provide specific con- 
structive advice for their adolescent sons, 

Evidence of much the same lack of specific assistance was given 
by the youngsters from the upper income group, although the factors 
involved were different, A conspicuous characteristic was the parent’s 
inability to transmit to his son his own occupational and social status. 
In general, the father’s work was highly individualized and, therefore, 
largely nontransferable. Moreover, it was usually impossible for the 
father to introduce his son to the important aspects of his own oc- 
cupation, and, even when he could, the work was too complex for a 
young person to comprehend. Hence, the father could not set his son 
securely on an occupational path. This is further evidence that the 
present-day family finds it difficult to extend the kind of specific as- 
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sistance which many youngsters require to bring order into the struc- 
ture of their occupational choice. 

In addition to these reality factors, there are psychological factors 
that militate against the family’s performing this function. First, parents 
of today really try to avoid acting in a dictatorial manner; they do not 
want to insist that their children follow a specific occupation. There 
may be considerable wisdom in this attitude, for certainly when parents 
hold arbitrary and insistent attitudes it does not facilitate a satisfactory 
resolution of their son’s occupational problem. Our standards are in 
opposition to such a dominant approach. But modern parents go further. 
They not only avoid the role of dictator; they hesitate to assume the 
role of leader, or even of guide. This restraint suggests that they are 
fearful of assuming the responsibility which would attach to their active 
Participation in the decision-making process of their offspring. They 
seem to understand that their children’s happiness will depend in sub- 
stantial measure on their evolving a satisfactory occupational choice, and 
they try to avoid responsibility for influencing this decision. 

An explanation for this “withholding” attitude may be found in 
part in the lack of success of the parents in working out their own oc- 
cupational problems. Apparently those who know that they have failed, 
or at least recognize the limitations of their job, such as the heads of 
lower income families, will hesitate to take a strong position. At most 
they will advise their children to avoid the work which they themselves 
are engaged in. But most men have a less clear-cut attitude: they are 
not completely negative about their work nor are they very enthusiastic 
about it. Because of this uncertainty which grows out of their own failure 
to find deep personal satisfaction in work, they are hesitant to adopt 
a strong position with respect to the type of work which they think 
would be most satisfactory for their offspring. 


An interesting paradox is suggested by our case material of the 


upper income families. Fathers seem to be very much concerned about 


the choice of college for their daughters and play the principal part in 
its selection. They were much more active in helping their daughters 
to choose a college than in assisting their sons, either with the selection 
of a college, a major subject, or, more particularly, a future occupation. 
An explanation for this may be found in the desire of young women 
to be aided by their fathers, or at least in their willingness to accept 
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parental guidance. Frequently the father who takes an active part in 
the selection of a college for his daughter is more concerned with the 
environment in which she will spend her late adolescence and young 
adulthood than with her intellectual and occupational preferment. On 
the other hand, boys do not as a rule seek their father’s advice, at least 
not overtly; in turn, their fathers may be more hesitant, for the reasons 
we have just outlined, to proffer advice; and finally, the boys may be 
less inclined to accept whatever advice is offered. 

The role of the family is further complicated by the rapid changes 
which are taking place in the educational world and in the job market. 
Even the parent who feels that his judgment is superior to that of his 
adolescent son, and who is not disturbed by the emotional forces which 
might contribute to his withholding advice, would hesitate before offer- 
ing advice. In our economy the occupational hierarchy undergoes fre- 
quent and sometimes radical changes, and few parents have an intimate 
knowledge of the complexities of the job market. 

The question of whether parents are confused about their role 
should be raised. If they define their role as one of leadership and do tell 
their sons which career to follow, they are in fact assuming dictatorial 
functions and, moreover, are trying to discharge these functions in a 


world about which they may be poorly informed. But that should not 
be their role. The youngster who is attem 


occupational choice needs help, 
which face him, but in clarifyi 
and of the reality. When he does 
the case, he misses an essential 


pting to determine upon an 
not in finally resolving the alternatives 
ng his understanding both of himself 
not receive this help, as is so frequently 
type of support, and in some cases this 
may actually be experienced as an emotional deprivation. 

Many parents deliberately assume a withholding or neutral attitude 


toward the occupational choice determination of their children out of 
conviction, not out of disinteres 


from their children their own a 


act at all. This deprives the child not only of support but of the op- 
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portunities for discussion which in itself can frequently contribute a 
great deal to clarification. 

Despite these many negative factors, the family does make a posi- 
tive contribution in two respects. First, it gives the youngster his values 
and goals, particularly those which center on economic returns and 
social status. The second contribution is usually made through the 
father. Throughout childhood and adolescence the youngster has an 
Opportunity to learn directly and indirectly about his father’s attitude 
toward work; his own attitude is greatly influenced thereby. If he grows 
up in a household in which work was a burden, in which most of the 
comments about it were negative, and in which all of the desirable 
aspects of living were associated with experiences outside of work, 
it is likely that he, in turn, will think of work primarily in terms of re- 
turns and concomitant satisfactions, and ignore the intrinsic satisfac- 
tions that can be derived from it. Because the son’s basic attitude 
reflects his father’s, an unfortunate situation may result. Inasmuch as 
many adults in our society have little enthusiasm for their work, the 
hext generation may be negatively oriented toward work and may seek 
its main satisfactions elsewhere. 

In addition to the culture and the family, the educational system 
influences the approach of adolescents to their occupational choice. In 
the following remarks we are evaluating only one aspect of the educa- 
tional system—its role in the determination of the occupational choice 
Process. Shortcomings of the schools in this particular area may be a 
hecessary concomitant of their accomplishing other major tasks. But 
our concern is with one of the central problems which should be of 
concern to every school. i A 

In a more rigidly structured environment, such as in Europe, basic 
educational decisions are made when the child is ten or eleven. At 
that time he must choose among schools which are sharply differentiated 
in curriculum and of which only a few prepare students for university 
Work. It is, of course, incorrect to say that the youngster must choose. 
Actually the parents choose for him, and their decision not only de- 

-termines whether he can eventually enter the university, but also 
whether he is to place primary emphasis on the classics and humanities 
Or on mathematics and the sciences. It is possible for the youngster 
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at a later time to shift the direction or the specifics of the choice, but 
such a sharply differentiated system makes it difficult. 

As we have stated, our society maintains that the more schooling 
the better. And we are proud that within the last few decades the 
school-leaving age has been raised from twelve to seventeen or eighteen. 
Nevertheless, despite this high regard for education and the efforts 
which have been made to broaden the opportunities for more and more 
free education, considerable numbers of pupils take the first opportunity 
to drop out of school. Although the strained economic circumstances 
of their families play a considerable part in motivating the youngsters 
to leave school for a job, this is not the only reason. Apparently many 
lose interest in school months or years prior to the time when they are 
permitted to leave. Educators have been aware of the students’ loss 
of interest and the subsequent inability to consider formal education 
as a constructive influence in their lives. A curriculum with a greater 
variety of choices related to the type of work which the youngsters 
would do when they left school seemed the answer, By stressing voca- 
tional education, the educators have tried to overcome the deep-seated 


negativism of so many pupils in regard to the lack of value of their 
work at school. 


We will make no attempt to consider all th 
tional issues involved in structuring a curriculum for secondary schools, 
but it is important to indicate the danger of “functional” courses. First, 
as we have seen, most individuals are unable to relate their occupational 
choices to their capacities until they are thirteen or fourteen, and their 
goals and values are not brought within their purview until they are 
fifteen or sixteen. Clearly, then, the thirteen-year-old who must decide 
upon the type of course to pursue in high school is ill-fitted to do so. 
As we noted earlier, his family usually cannot help him. Therefore, the 
major responsibility rests with the school authorities. It is of the ut- 
most importance that in their effort to heighten the interests of the 
pupils in their studies, they guard against an oversimplification of the 
problem which would lead them to encourage all pupils from lower in- 
come families to pursue a vocational course. Many youngsters from eco- 
nomically handicapped families possess a high degree of native 
intelligence and learning capacity, and some part of this group can be 
helped to develop the values which would encourage them to seek a 


e complicated educa- 
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higher education. The danger is that after a student has pursued a 
vocational course for two years, the likelihood of his considering college 
is decreased because of the difficulty of securing the proper preparation 
at that stage. 

Undoubtedly, the efforts of educators to steer large numbers of 
pupils toward vocational, rather than academic, courses are derived 
from their concern, supported by experience, that the young adolescent 
who has little intention of proceeding to college will soon lose interest 
in academic subjects and will, therefore, leave school as soon as possi- 
ble. Moreover, these educators attempt to dissuade pupils from pur- 
suing an academic course for fear that in seeking the prestige values 
which attach thereto they will forego the more realistic advantages 
inherent in a vocational program. They are particularly concerned about 
those high school students who have only moderate intellectual en- 
dowment and yet insist on struggling with academic subjects. 

The second objective of vocational education is to heighten the 
interest of high school students by providing them with opportunities 
to acquire skills which they will be able to use when they seek employ- 
ment. Many boys find school tolerable if they are permitted to work 
in the carpentry shop or in the machine shop, while they balk at courses 
in algebra and English composition. But consideration should be given 
to the question of whether it is such an obvious gain to the individual 
and to society to keep adolescents in school to spend most of their 
hours in the carpentry and machine shops. If the labor market is charac- 
terized by a tendency toward underemployment, then prolonged school- 
ing may be considered helpful to society because it reduces the num- 
bers seeking active employment. But the state of the labor market is 
hardly a sound basis on which to build an expanding educational struc- 
ture, for it creates problems as well as solves them. In periods of full 
employment it would encourage drop-outs and obscure the significance 
of school. Yet a stigma might continue to be attached to those who fail 
to complete high school. Long schooling contributes to retarding the 
adolescent in attaining independence. As long as he remains in school 
he will tend to remain dependent on his family, to whom he must look 
for support. Fourteen may be too early an age at which to encourage 
emancipation, but the deliberate prolongation of dependency beyond 
sixteen may impede, rather than foster, the maturing of adolescents. 
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The effort of the high school to increase the numbers who com- 
plete the four-year course contributes to the establishment of a slow 
rate of instruction which handicaps the abler students who are preparing 
for college. The current trend to add two additional years to the cur- 
riculum by the expansion of junior colleges warrants careful reappraisal 
in light of the unsolved problems on which awaits the improvement of 
secondary education. 

A further question is whether in fact the school can make a sig- 
nificant contribution to the occupational training of its pupils by seek- 
ing to simulate real work situations in the classroom. In addition to 
the difficulties of securing competent instructors and of providing ade- 
quate machines and raw materials, the very artificiality of the school 
environment militates against the establishment of the essential core 
of work—a disciplined and purposeful outlook. The unique contribu- 
tion of formal education lies in the teaching of theory rather than in 
the application thereof. It is true that every vocational program devotes 
a considerable part of the total time to a consideration of the theoretical 
aspects which underlie the applied field. But with few exceptions the 
pupils find the theory uninteresting and refuse to put forth the effort 
required to master it. Although there can be no learning without a 
minimum degree of interest on the part of the learner, the education 
of adolescents which is geared solely to interests cannot be effective. 

During adolescence the individual begins to seek connections be- 
tween the present and the future. He is willing to spend time and 
effort on his studies and to forgo the pleasures and the satisfactions 
which an alternative use of time could provide only if he can relate 
his present activities to his values and goals. The school fails to make 
explicit the importance of current education for later accomplishment. 
eae constantly complain, “What's the use of learning that?” 

ger possible to reply authoritatively that the teacher knows 
best. A group of restless adolescents will not put forth the effort to 
acquire a knowledge of algebra just because the teacher assures them 
that it will be good for them—for they recognize that many adults 
whom they know and admire have attained success without having 
mastered algebra. Our society places relatively little stress on the ac- 
quirement of skills and the satisfactions which come to the workman 
who is able to utilize fully the skills which he has acquired. We have 
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noted the role that is played by “returns” in the satisfactions which peo- 
ple seek from work. Because the relation between prolonged training 
in school or in apprenticeship to acquire skills and the advantages that 
accrue to those who have acquired them is often obscure, many per- 
sons hesitate to make the investment. If one’s goals are structured solely 
in terms of returns, the relation between adequate preparation and 
skill is not conclusive, for it appears that there are many ways through 
which the individual may eventually secure a good income. 

The educational system, both academic and vocational, encom- 
passes further practices which interfere with the individual's putting 
forth a maximum effort to acquire learning and skills. In evaluating 
the work of pupils, the schools use a marking system which is grounded 
in competition and which fails to take cognizance of the efforts the 
pupils make to realize their potentialities. It is relatively easy for a 
bright pupil, especially if he has a good verbal capacity and a pleasant 
personality, to put forth little effort and still receive high grades. Many 
teachers, as well as pupils, cannot make a distinction between true 
educational progress and high grades. The two are often closely re- 
lated, but some students can be making significant progress and re- 
ceiving mediocre marks, while others can be securing high grades and 
be making no progress at all. Preoccupation with grades frequently 
retards one’s effort to acquire a genuine education. Without a sizable 
investment of time and effort the individual will be unable to mature 
his personality during the learning process or to acquire an adequate 
preparation for his future work. And the talented person can usually 
receive high grades without making such an effort. 

Both high school and college enable students to fulfill require- 
ments for a diploma or degree through the completion of courses which 
are frequently not meaningfully related to each other. This further 
contributes to obscuring the relationship between current educational 
pursuits and career plans. This shortcoming is related not to the amount 
of freedom allowed a pupil in the selection of his courses, but to the 
significance of the structure of the work which he pursues, which must 
be assessed primarily in terms of his long-run objectives, educational 
and vocational. We have outlined the difficulties facing students in 
of courses unless they have progressed 


attempting to select a program 
ir occupational choice. A tentative or 


toward the delineation of the: 
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crystallized choice gives direction to their educational selections. It 
is particularly important that those who are encountering difficulties 
in determining their occupational choice be restrained from following 
a truncated educational program in which the parts are unrelated to 
each other and the whole remains unrelated to the future. Educational 
direction should help these individuals to discover how the school ex- 
perience can contribute to the clarification of their occupational plans. 

In summary, the educational system impinges directly and in- 
directly on many aspects of the process of occupational choice determi- 
nation. There are a host of problems of both philosophy and procedure 
which should be critically evaluated to insure that present practices 
contribute to, rather than detract from, the effective resolution of oc- 
cupational choice. Of course, such an evaluation must be set within 
the broader considerations of the basic objective of education, but 
education, to be effective, must be cognizant of the links between the 
learning process and occupational choice determination. 

The fourth, and last, institutional factor which plays an important 
role in the occupational choice process is the work of the vocational 
guidance counselor. The difficulties confronting the family and the 
school in their attempt to assist the adolescent explains the social role 
of the counseling group. At present, most of the efforts of the counselor 
are directed toward aiding individuals who have encountered difficulties 
in resolving one or another aspect of the problem. Usually the indi- 
vidual becomes aware of his difficulties shortly before he is ready to 
enter the labor market when his period of preparation has been com- 
pleted or is nearing completion. He may come to the counselor for 
advice because he questions whether he will be satisfied with the choice 


which he has tentatively made, or because he has been unable to make 
even a tentative choice, 
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the problem. He tries to assess and interpret through the use of tests 
or other methods the capacities and the interests of the person, and 
tries to relate these strengths to various jobs for which the employment 
market is propitious. 

In general, the counselor is handicapped because he is approached 
too late to help the individual develop more effectively his capacities, 
interests, and values; instead he must consider the assets and liabilities 
in each particular case. Yet the problem which the individual faces is 
an outgrowth of his prior actions when he failed to make decisions or 
made the wrong ones. More frequently than not, his difficulties result 
from the fact that he tended to ignore the problem of his occupational 
choice as long as possible in the hope that it would solve itself. 

If many of the problems that individuals face in reaching their 
occupational choice grow out of accumulated errors of omission and 
commission, a shift is indicated in the current emphasis of the counsel- 
ing group. Instead of concentrating on individuals with manifest diffi- 
culties, they should redirect as much of their efforts as possible toward 
aiding people to avoid the errors which lead to breakdowns in the 
choice process. 

Such a redirection of effort toward prophylaxis has been taking 
place during the past years, but it has been handicapped by organiza- 
tional difficulties and shortages in personnel, an inadequate conceptual 
framework, and by the limitations of the techniques currently avail- 
able. The counselor has been handicapped by not knowing what prac- 
tices to encourage or discourage, where to interfere and where not 
to interfere, in order to prevent an eventual breakdown in the choice 
process, It is our hope that the general. theory which we have delineated, 
by providing strategic guideposts, will assist counselors to recognize 
more clearly the type of counseling and the timing that can be most 
effective. 

Many experts maintain that current practices in vocational guidance 
rely too heavily on the testing of capacities and on inventories of inter- 
est patterns. There are several points to note about current aptitude 
tests. There are relatively few tests of specific traits. Those that are 
available can be utilized as a check on other methods of assessing an 
individual's potential competence for a particular type of work. Al- 
though there are many limitations to the use of school grades, even 
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of a cumulative school record, much can be learned about an individual 
through his performance in school. This criterion is especially useful 
when the assessment is broadened to bring into consideration the work 
which he does outside of school. Aptitude tests should be considered 
an adjunct to other methods of assessment. They can best serve in 
helping an individual to rule out a possible choice rather than to reach 
a positive decision about a particular occupation. After all, success in a 
hundred different jobs depends on approximately the same range of 
capacity. This means that aptitude testing is too unspecific to guide the 
uncertain individual toward a particular choice. 

The vocational guidance counselors have long been aware of these 
limitations and have therefore sought to increase their techniques by 
developing inventories of interest patterns. Much ingenious research 
has been devoted to elaborating the interest patterns of successful 
individuals who are engaged in different occupations. The use of these 
interest inventories may prove helpful in a considerable number of 
counseling situations. However, we doubt whether they can make more 
than a minor contribution, Our interviews frequently yielded the com- 
ment by high school seniors and college freshmen that they did not 
know what their interests were, but they looked forward to taking a 
test in the near future in order to find out. 

If interests represent an awareness on the part of the individual 
that he can gain greater than average satisfaction by devoting his ener- 
gies to one area of activity rather than to another, how is it possible 
that an individual does not know what his interests are? Who but the 


and hopes to discover them by taking a test, he is in fact calling atten- 
ither he has no real interests, which is another 


» which is quite different from contending 
that he is unaware of his interests. 


A further point to be made in this connection is perhaps even more 
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fundamental. Many, in fact most, of the expressions which are referred 
to in these inventories as interests are not interests in the narrow sense 
of the term, but are preferences or “likes.” This distinction is not one 
of semantics, The fact that certain investigators have used the term 
“preference patterns” suggests that there may be a basic difficulty in 
differentiating interests from preferences. Successful counseling re- 
quires an evaluation of the qualitative strength of various interests. But 
just this is lacking. 

We have used the term interests to mean an awareness on the part 
of the individual that through directed effort and activity in one direc- 
tion he can gain more satisfaction than in another. The essential com- 
ponent in this definition is the factor of investment—the individual 
gains the satisfaction only as a result of effort and output. A person 
may prefer bow ties to other ties; he may like chocolate ice cream sodas 
more than other sodas; but he does not just “like” to collect stamps 
or read books. If he actually devotes a considerable part of his time 
and efforts to such an activity, he is probably truly interested in it. 
Without this criterion, any stated preference must have the same value 
as any other. People may say they like to read or like to collect stamps 
when in fact they devote little of their time or resources to that activity. 
Our contention is that when people say they “have no interests” they 
really mean that none of their interests is strong enough to be used 
as a basis for a vocational choice. If this premise is correct, then a still 
more generalized “preference” pattern would be of small aid in solv- 
ing the choice problem. Interests imply more differentiation and com- 
plexity than “preferences,” and in order to make them effective factors 
in the choice process we must look for those differentiating criteria 
which establish a hierarchy among an individual’s interests. We doubt 
that they can be found unless the past experience of the individual is 
considered and unless they are viewed in the context of his life plan. 

A distinction should be made between latent and manifest inter- 
ests in order to allow for changes in the total pattern of the individual. 
For instance, he may devote a considerable amount of his vacation to 
reading books, even though he finds little time to do so during the rest 
of the year. The hierarchy of interests changes as the individual grows 
in age and experience, as he finds himself in different environmental 


situations, and most important, as his goals and values change. 
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It is not possible for us to explore and assess the rich literature on 
interests, rich at least in the measurement of verbally expressed inter- 
ests, although perhaps less rich in contributing to an understanding 
of the origin, growth, and decline of particular interests and interest 
patterns. For the purpose of noting the relation between interest in- 
ventories and vocational counseling, it will suffice to point out that 
interest inventories can serve limited purposes, much the same as tests 
of capacity: they can help undecided individuals to rule out certain 
tentative choices. But they seem to be of much less value in aiding 
the individual who has not made a tentative choice. For, just as many 
jobs call for substantially the same range of capacities, so many different 
jobs can contribute substantially to satisfying the same interest pattern. 

The rather severe limitations of current vocational guidance which 
we believe to be primarily caused by the reliance which many counselors 
place upon tests of capacity and interest inventories are caused also 
by the absence of appropriate procedures for studying values and goals. 
Our analysis points to the fact that the foundation for an effective 
occupational choice must lie in the values and goals of an individual, 


for it is these which enable him to order his current activities with 
reference to the future. The essenti 


rence al element in occupational decision- 
making is the effective linking of 


present action to future objectives. 
Certainly, capacities and interests must be considered, but the indi- 
vidual will not make an effective occupational choice unless he has 
support from his value scheme, 

The vocational guidance counselor will probably have to continue 
to help the boy who is leaving high school to look for his first job and 
who does not know how to proceed. The vocational counselor will 
continue to be confronted with the manifest problem case just as the 
psychotherapist will have to continue to treat the neurotic instead of 
devoting all his time to preventive psychiatry. There is an insistence 
about the person in need of help which must be met, even though logic 
might suggest that limited resources be devoted to preventive work. 
Nevertheless, we believe that the burden of the foregoing analysis 
indicates the desirability of a maximum shift from the remedial to the 
preventive in vocational guidance. This implies a long-range point of 
counselors would be devoted 


view, in which the major efforts of the 
to contributing to the effective resolution of the process of choice rather 
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than to aiding the individual who has major unresolved difficulties at 
the end of his preparation. 

To the extent that vocational counseling finds it desirable and possi- 
ble to move in this direction, important changes will occur as to persons 
with whom vocational counselors will work. At present most counselors 
spend their time with individuals who have manifest difficulties and 
who are actively seeking assistance. If, in the future, counselors are to 
contribute to preventing the difficulties from arising in the first place, 
they will probably have less direct contact with the adolescent in the 
process of decision-making and much more with his parents and 
teachers. The arithmetic of personnel resources foreshadows this shift, 
for even with a vastly increased number of counselors it would not be 
possible to deal with adolescents on an individual basis. The best 
prospect for the counselors to exert influence upon the very large num- 
bers of adolescents who need help is through intermediaries, to some 
extent parents, but primarily teachers, who in turn will work directly 
with the adolescent group. 

It is not possible to summarize the range of difficulties that may 
arise as individuals attempt to make an occupational choice. The major 
challenge to guidance is to help the individual to make a choice com- 
mensurate with his intellectual and emotional development. Most 
difficulties which eventually reflect themselves in defective choices ap- 
parently occur to adolescents who avoid the question. If this is so, then 
the major objectives of effective guidance must be a long-range program 
aimed at prevention of this procrastination. There are two major ob- 
jectives. Once the individual is aware that he must make a choice and 
is attempting to do so, the guidance group should check his decision- 
making, particularly with reference to his ability to clear the major 
obstacles in his path. The parent, teacher, or counselor must assure 
himself that the individual’s interim decisions will not make it im- 
possible or very difficult for him to achieve his long-term objective. 
To illustrate: the majority of colleges have specific entrance require- 
ments. It is very important indeed that the prospective college student 
knows about these requirements and plans his high school program 
accordingly. This is the easier of the two requirements. 

The second is the responsibility of the counselor or intermediary 
to insure that the individual develops a stratagem with respect to his 
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occupational choice. It is just as much an error for the fourteen-year-old 
to be certain that he will be a doctor and bend his every effort to this 
end, thus excluding other possibilities, as it is for another fourteen-year- 
old to assume that he will determine his occupational choice sometime 
before he graduates from college. The first lad should be made aware 
that as he matures his interests and values may change so that he may 
no longer be interested in medicine as a career; or that with the severe 
limitations on admission to medical school he may not be able to make 
the grade. Since no fourteen-year-old can be certain what he will in 
fact like or be able to do at eighteen or twenty, he should be encouraged 
to pursue his major objective, but to adopt a strategy which will make 
it relatively easy for him to shift if this becomes desirable or necessary. 
And the other fourteen-year-old who seeks to postpone a decision for 
many years must be helped to understand that his decision at the end 
of college will hinge in large measure on what he does or fails to do 
prior to that time. He must, therefore, be helped to adopt a strategy 
which will aid him in reaching the most effective compromise at a 
later time. 
The counseling group must determine for itself how it can best 
aid young persons to realize that they must deal with the problem 
` of their occupational choice; to check that they do not make serious 
errors in dealing with it; and finally, to encourage them to adopt a 
strategy which will give them the advanta 
the elements of flexibility. 


: We have put forward a series of recommendations aimed at alter- 
ing the present policies and procedures of parents, teachers, and 
counselors in their dealings with adolescents who are determining their 
occupational choice. In formulating these recommendations, we have 
been guided by the general theory that we have developed. We antici- 
pate that both the specific recommendations which we have made, as 
well as the much larger number that are implicit in the general theory, 
will be carefully appraised before they are acted upon. This is not only 
our expectation, but our desire, for theory should always be forced to 
withstand the test of experience. It is only through such an interplay 
in which theory presents a challenge to practice, and practice in turn 


is used as a check on theory, that safe Progress can be made toward 
the more effective utilization of human resources. 


ges of a plan and yet retain 
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THE RELATION OF THE GENERAL 
THEORY TO PRIOR STUDIES 


Ix ris srupy of occupational choice only occasional reference was 
made to the work of other investigators. The majority of the citations 
were to the preliminary studies carried out directly by our own re- 
search group or to those that we planned and supervised. For the con- 
venience of the reader, these studies are listed in Sections I and II of 
the Bibliography which follows this Appendix. 

o the work of other investigators were kept to a mini- 


References t 
tructed on the basis of data 


mum because our general theory was cons 
assembled for the specific purpose of developing a systematic approach 
to the choice process. It would have been confusing to consider simul- 
taneously materials that had been collected and analyzed from differ- 
ent viewpoints. However, it may be helpful to relate the general theory 
to selected studies carried out by other investigators over the past 
several decades. No effort will be made to deal exhaustively or critically 
with these earlier investigations; rather, emphasis will be placed on 
making explicit certain relations between the general theory which 
we developed and these empiric studies which predate it. We have 
grouped the discussion around the major aspects of the general theory. 


DEVELOPMENTAL ASPECTS OF THE CHOICE PROCESS 


, 106) found that as children 
tional choices: fantasy choices 
y and emotionally. Mackaye 


Several investigators (67, 71, 73, 84 
grow up they tend to change their occupa 
recede as the child matures intellectuall 
(71) noted the probability that youngsters who retained their fantasy 
choices either had suffered a traumatic experience in childhood or were 
handicapped by limited intelligence. Lehman and Witty (67) noted 
that the choices which children make with the onset of puberty con- 


tain more realistic elements. 
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A number of studies reported in the literature (39, 52, 61, 71, 76, 
97, 100) center around the question of the age at which an individual 
makes a vocational choice. The fact that realistic choices tend to be 
made in college rather than earlier is suggested in the study of Threl- 
keld (100). The impact of reality is emphasized by Mackaye (71), who 
called attention to the fact that when high school students begin to 
anticipate the termination of their education they reformulate their 
approach to their occupational choice. Super and Wright (97) noted 
that in a period of business depression it was more difficult for an 
individual to determine on a choice than in a period of prosperity. 
Differences in intelligence introduce a considerable variation in choice 
behavior that is typical for different age groups. This is the finding of 
Witty and Lehman’s study (106). 

The process of crystallization is illuminated in the work of several 
authors (44, 48, 58, 64, 72, 78, 89, 90, 92, 93, 96, 100). Strong (96), 
Spencer (93), and Pace (78) found that a sizable minority of college 
seniors were without a crystallized choice. The importance of the ex- 
ploration stage which precedes crystallization is suggested by Threl- 
keld’s finding (100) that about a third of the students change their 
major subject while in college. Marshall (72) studied the relation be- 
tween the ability to crystallize a choice a: 
found that the “undecided group” had the poorest grades. Sparling (92), 
Crawford (48), and Katz, Allport, and Jenness (64) found a close 
relation between the “definitiveness of vocational decision” and a stu- 
dent’s orientation toward college life. In an extensive study of students 
who leave high school without completing their course, Eckert and 


Marshall (53) found that the leavers had “ill-defined” plans for their 
future work, 


nd college performance, and 


CHOICE FACTORS 
There is a ve 


ty large body of literature dealing with “interests.” 
Mackaye (71) 


found that interests which have a direct bearing on 
vocational choice do not become stabilized before the age of fourteen. 
Strong (95) has contended that basic interests show a remarkable 
stability from the age of fifteen on, whereas specific interests become 
stable only after twenty-five. Bordin (45) investigated the relationship 
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between the image of a future vocation and the interest pattern. Culver 
(49) found that interests related to intrinsic work satisfaction appear 
to have a high stability. Super and Wright (97) stress the fact that 
choices made during a depression were based less on interests than 
on the reality of the job market. The effects of school experience upon 
interests were studied by Burnham (47) and Van Dusen (103), who 
found that students do not change their interests with changes in the 
grades which they receive in school. 

Two studies, one by Franklin (56) and one by Lehman and Witty 
(67), found that junior high school students failed to take their capaci- 
ties into account in formulating vocational choices. Bedford (42) be- 
lieves that lack of adequate knowledge about job requirements is a 
major factor impeding evaluation of one’s capacity. Terman’s (98) 
studies of gifted children indicated a close relationship between capaci- 
ties and interests. 

Several investigators (46, 55, 65, 79, 84, 86, 107) have commented 
upon the disproportionate number of high school students who think 
of their occupational future in terms of the professions. This may be 
largely an outcome of the difficulties that students encounter in finding 
appropriate translations for their interests, and also a reflection of their 
lack of knowledge of reality, both about the structure of the job market 
and the formal requirements for training. 

The role of values in the choice process is discussed by several 
investigators (69, 70, 71, 76, 92, 100). Mackaye (71) noted that con- 
siderations of “achievement” entered into the choice consideration of 
high school juniors and seniors. 

The range of vocations considered by adolescents and young adults 
has been investigated by several workers (42, 71, 78, 94, 106). Witty 
and Lehman (106) found the greatest diversity of choices among 
children in the ninth year. Bedford (42) established that the range 
of choices seemed to be a function of the curriculum offered in second- 
ary schools. In Menger’s analysis (78), the number of vocations chosen 
by college students was noticeably less than by students in elementary 
and high school. 

In the opinion of many investigators (41, 42, 43, 50, 51, 54, 57, 58, 
60, 66, 68, 73, 80, 81, 85, 87, 88, 94, 102, 104) most students, including 
even college students, have a limited knowledge of the reality factors 


950 n APPENDIX 


that will influence their eventual work adjustment. Grace (60) noted 
that individuals with superior intelligence tend to seek advice when 
choosing an occupation. 

The role of the father and other key persons in the choice process 
has been studied by many investigators (40, 41, 42, 43, 44, 65, 66, 71, 75, 
84, 89, 92, 97, 100, 105). Schiller’s data (84) show that the father’s occu- 
pation most frequently provided a model for the occupational choices of 
nine- and ten-year-olds, although Willard ( 105) found the peak at thir- 
teen. Korner (65) ascribed unrealistic vocational ambitions to the fact 
that certain children had identified themselves strongly with particular 
persons. The studies which compared the occupation of fathers with the 
choices of sons in college pointed to the fact that boys from lower income 
families aim ata higher level; while those from the upper income families 
hope to achieve approximately the same level as their fathers. Threlkeld 
(100) and Berdie (44) stressed the importance of the instructor's per- 
sonality on the choices made by college students. 


CHOICE PATTERNS 


A series of studies (71, 72, T7, 84, 92, 94, 104, 108, 109) is directed 
at unraveling significant aspects of the choice pattern. Mackaye (71) 
segregated high school students into three groups: one with an inflexible 
adherence to an early interest; the second, which makes a tentative 
choice in the seventh or eighth grade and then abandons it with increas- 
ing maturity; and third, a group which “keeps its eyes open” and searches 
widely for a satisfactory vocation. In the opinion of Obenchain (77) and 
Hartson (62), as well as others, students with superior intelligence reach 
a definite occupational choice earlier than the average. 

Roe (82, 88), Kaback (63), Golden (59), and Tomkins (101) have 
undertaken, through the use of projective techniques, interesting experi- 


mental studies in the relation of personality factors to occupational 
choice. 


GROUP DIFFERENCES: SEX AND ECONOMIC 


Willard (105) found the range of vocational choices to be much 
more limited in the case of girls than boys. Schiller (84) corroborated 
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this finding in her study of elementary school children in two lower socio- 
economic groups but not in an upper income group. Sisson (91), Mueller 
(74), and Beeson and Tope (43) found important differences in the 
choice patterns of freshmen, depending on whether they came from a 
rural or an urban background. Menger (78), however, questions this 
finding. 

Terman (99) found that “life success” was largely dependent on the 
educational background of one’s parents. It should be noted, however, 
that in his definition of success, income played a minor role. Sparling 
(92) studied the background factors for individuals whose choices were 
centered around the four professions of medicine, dentistry, teaching, 
and law. 

The foregoing comments have been deliberately kept to a minimum. 
For those interested in pursuing some of these relationships between our 
general theory and the work of earlier investigators, there is detailed be- 
low a selective bibliography of the investigations referred to in the text, 
as well as in this Appendix, supplemented by a few additional notations 


of relevant titles. 
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“Patterns” of choice determination, 56, 
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149 ff. 
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Occupational choice 
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pleasure-oriented, 208 ff. 

Personality and emotional factors, rela- 
tion to occupational choice, 199-213; 
see also under Emotional 

Piaget, J., 40 

Play, 223 

Pleasure, see Function pleasure 

“Pleasure-oriented” characteristics, 208, 
209 f., 220 

Preferences contrasted with interests, 
245 

Primitive society, division of labor, 3 x 

Pseudo-crystallization, defined, 108; il- 
lustrated, 109 ff., 126 

Pseudo-specification, illustrated, 116 

Psychoanalysis, use in search for emo- 
tional determinants, 14; behavior in 
terms of unconscious forces, 21, 200 

Psychology, vocational leaders’ use of 
techniques of, 6; subjects of inquiry, 
T; occupational choice peripheral to 
concerns of, 8; determinants sought in 
literature, 16; fields from which 
theory borrowed: testing procedures, 
23; theories of dynamic, as aid to 
counselors, 24; procedure for study 
of children, 40; factors treated as psy- 
chological process, 200 

Puberty, changes typical of, 64 


es, work-and 


Realistic choices, period of, 186, 187 fŒ., 
190; characteristic attitudes, 60, 69- 
71; three stages: schematic descrip- 
tion, 95; difference between period of 
tentative choices and, 96; exploration 
stage, 95, 97-105; crystallization 
stage, 95, 105-18; specification stage, 
95, 118-17; degree of variation, 119; 
lower income groups, 140 ff. 

Reality, 11, 12, 15, 35; factors con- 
sidered by counselors, 24; sub-cate- 
gories, 35f.; language to explore 
them, 52; child’s growing awareness 
of, 64; shift of focus of approach, 88; 
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effect of limitations in lower-income 
group, 133; girls’ vague approach, 
167; problem of testing, 202; studies 
dealing with, 251 

“Relation of College Education to Oc- 
cupational Adjustment, The” (Lyn- 
ton), 13 

Religion, influence upon choice of 
ministry, 15 

Research, areas in need of further, 
186 ff., 201, 210, 211; relation of the 
general theory to prior studies, 249- 
58; bibliography, 255 £ 

Returns from work, 85, 92, 134, 151, 
167, 217, 220, 222 f., 233; see also 
Work 

Ricardo, David, 18 

Robert (college freshman), interview 
with, text and analysis, 30 ff. 

Roe, Anne, 252 

Routine work, 225 


Sadistic urges, outlets for, 21, 22, 200 

Samson (lower income school boy), in- 
terview with, text, 155-59 

Satisfactions from work, 217 ff; see 
Work 

Schiller, B., 252 

School, see Education 

Selection, principles of, 89-48; genetic 
method, 89; approach and method of 
procedure followed, 40; stages of de- 
velopment: groups selected for study, 
40 ff. (see entries under ey 
bases of findings, 47 f. 

Self, the: materials dealt with under 
term, 34; subcategories, 35; language 
to explore them, 52 $ 

Self-development, objective of girls 
education, 167 

Self-realization, steps in process, 202 

Settlement house, Hudson Guild, 47, 
136 

“Sex and Class Behavior” (Ginzberg), 
202 

“Single-track” persons, 120, 122, 123 

Sisson, E. D., 253 

Skilled workers, 4, 240 

Social and cultural background, in- 
fluence of, 183, 152, 218 f., 231 ff. 

Social groups, need for controlled studies 
in the several, 192 

Society, simple and complex: choice de- 
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*terminants and restrictions, 3; neces- 
sity for staffing certain occupations, 3; 
for training and using special apti- 
tudes, 4; affected by occupational 
choice, 5 

Sparling, E. J., 250, 253 

Specialization, 8, 114 f., 189 

Specification, stage of, 189; period of 
realistic choices, 95, 118-17; two 
basic criteria: willingness to special- 
ize: resistance to deflection, 114 ff.; 
pseudo-specification, 116 

Spencer, M. L., 250 

Spranger, Edouard, 24 

Statistical analyses, extent to which 
valid, 18, 26 

Strong, E. K., 250 

Students, see entries under Adulthood; 
College; Education 

Studies, see Research 

Super, Donald E., 16, 257 

and R. Wright, 250, 251 


Talents and abilities, 4; awareness of, 
122 

Tentative choices, period of, 186, 187 f; 
190; characteristic attitudes, 60, 64- 
69, 73; period of, four stages: schema- 
tic description, 75 f.; interest stage, 
76-79; capacity, 79-82; value, 82-88; 
transition, 88-94; difference between 
period of realistic choices and, 96; de- 
ree of variation, 119; boys from 
lower income groups, 187 f., 149; 
from the two groups compared, 
147 ff; behavior of girls, 161 ff., 
175 

Terman, L., 251, 253 

Testing peer 28, 243 f. 

Theory, how a tool in use of human re- 
sources, 8; borrowings from, in 
eneric sense of term, 23; how a pre- 
Pii established, 133; basic ele- 
ments, 185-98; emotional factors, 199- 
213; work satisfactions, 214-27; see 
also under Occupational choice 

Threlkeld, H., 250, 252 

Time, why crucial to investigation at 
successive stages, 59; pressures ex- 
erted by, 104; education and decision- 
making limits, 193 f. 

Time perspective, 35, 37; of children, 
63, 65; different ages, 52; young 
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Time perspective (Continued) 
adult, 69; adolescents, 74, 80, 87, 94, 
202; see also Future 

Tompkins, S. A., 252 

Totalitarian societies, 3 

Transition stage, period of tentative 
choices, 75, 88-94; college as emanci- 
pation from restraints, 89; shift from 
subjectivity to realism, 91, 92; a 
pivotal point in development, 91; 
challenges to be met, 93; parallels be- 
tween upper and lower income 
groups, 150 


Unconscious factors, role, 27 

Unemployed, The (Ginzberg and As- 
sociates), 10 

Unemployment, mass: studies on, 10 

Upper income group, why selected for 
study, 42; differences in background 
of lower income group (q.v.), and, 
188 f., 152; developmental patterns in 
the two oes compared, 147 ff.; 
college girls (q.v.), 160-81 


Values and goals, role in decision-mak- 
ing process, 12, 15, 24, 35, 188; flux 
in consideration of, 74; structurin 
and realization of, 202, 203 f., 207; 
clarification of, connected with work 
satisfaction, 222, 224 ff.; need to re- 
late training to future aims, 240; 
studies dealing with, 251 

Value stage, period of tentative choices, 
75, 82-88; assessments of capacity, 
84; satisfaction and returns: from 
work, 85; in work itself, 86; changes 
in time perspective: broadened view 
of college, 87; conclusions, 88; 
parallels between upper and lower in- 
come groups, 150 

Van Dusen, A. C., 251 

Variables that play role in the choice 
process: the four selected for study, 
11-15 

Variations in choice patterns, 118-27, 
190 ff.; period in which greatest, 119; 
patterns of choice, 119 ff.; factors con- 
tributing to range of, 122; timing of 
crystallization, 123 ff.; difference be- 
tween deviations and, 127, 180; pos- 
sible relation of emotional factors to, 
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Vernon, P. E., and G. W. Allport, 24 

Veterans, studies of decision-making 
and readjustment by, 12, 13, 28, 97; 
education and occupational planning, 
20, 26, 96; age factor, 96; whether 
prolonged education aided choice, 
233 

Viennese working classes, 29, 61 

Vocational counselors and guidance, 
role and methods, 6 f., 23 fÈ, 242 ff.; 
have developed no specific theory: 
borrow from available body of theory, 
23, 25; testing of capacities: invento- 
ries of interest patterns, 23, 243 ff.; 
reality factors and role of values 
recognized, 24; need to differentiate 
between variations and deviations, 
130; redirection of effort toward 
prophylaxis, 243; need for shift from 
remedial to preventive work, 246; 
contact with, and influence through, 
teachers and other intermediaries, 
247; two major objectives of long- 
range program, 247 

Vocational ecision-making, see Occu- 
pational choice 

Vocational education, 238 ff.; courses 
in public school, 153, 155, 238 ff.; 
orientation for college students, neces- 
sity for, 232 

Vocations, studies on range of, 251 


War, need of skilled personnel during, 
4; see also Armed Services 

Waste of individual and social assets, 
11, TF 

Welsh coal miners, study of, 10 

Whistler, James A. McNeill, 18 

Willard, H., 252 

Witty, P. A., and H. C. Lehman, 250, 
251 

Women, occupational decision-making, 


13, 47, 160-81 (see also entries under 
Girls) 


Woods, Clifford C., Jr., 191 

Work, emphasis on skilled, 4, 152, 240; 
significance to individual and society, 
as ground for study of occupational 
choice, 10; a reality factor, 36; in- 
vestigation into determinants of ad- 
justment to, 45; results of, as motiva- 
tion, 61; children’s consciousness of, 
62; connection between choice proc- 
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ess and work experience and satis- 
faction, 85 f., 214-27; intrinsic satis- 
factions related to interests, 86, 
217 ff., 222 ff.; instrumental attitude 
toward, 92; returns from, 85, 92, 134, 
151, 167, 217, 220, 222f, 288; 
parallels between levels of expecta- 
tions in upper and lower income 
groups, 150, 151 f., 214; college girls’ 
approaches to: extent of their interest, 
164-79 passim; four aspects of prob- 
lem, 214; environmental interpreta- 
tion: influence of the economy re 
availability of jobs, 215, 222; impor- 
tance of individual’s decision, and 
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preparation for, 216; nature of satis- 
actions: three major components, 
217 ff.; concomitant satisfactions, 217, 
219f.; influence of social and sub- 
jective standards, 218 f.; change of 
focus, 221; external pressures, 222, 
224; clarification of goals and values, 
222, 224 ff.; routine work, 225; effect 
of emphasis our culture places on re- 
turns from, 233; work situations in the 
classroom, 240 
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220 
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